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ABSTRACT 
 
 
This  thesis  investigates  how  adolescents’  involvement  in  different  leisure  time  activities  is  
associated with their self-concept. Adolescence is a period of development marked by its 
focus on identity exploration and refinement. Discretionary time activities are considered 
optimal contexts for learning about oneself, as they are chosen by youth to fit their interests 
and goals. This thesis utilised a number of approaches to the measurement of leisure time to 
understand how different aspects of activity involvement are associated with adolescent self-
concept. Data were collected from a large representative sample of Western Australian 
adolescents in conjunction with the Youth Activity Participation Study of Western Australia 
(YAPS-WA). Study 1 and Study 4 in this thesis utilise Wave 1 data from the YAPS-WA 
project (see Appendix A for a copy of the entire Wave 1 survey). Study 2 and Study 3 draw 
on data from Wave 2 (see Appendix B for a copy of the entire Wave 2 survey). Study 5 is 
longitudinal and uses all 5 high school waves of data from the initial Year 8 cohort.
 Study  1  investigated  the  relationship  between  adolescents’  participation  in  structured  
leisure activities and their self-concepts. In general, participation in any type of structured 
activity was associated with a higher social and academic self-concept, and general self-
worth, compared to no participation. Study 1 also found that adolescents who participated in 
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both sports and non-sports reported a more positive social self-concept and general self-
worth, compared to those who only participated in one of the activity types.  
Study 2 focused on the link between involvement in unstructured leisure and self. As 
there is immense diversity in unstructured leisure activities, with some activities less likely to 
be associated with self (e.g., watching television), this thesis focused on a popular activity 
with potential to influence self-development: social networking. Frequency of social 
networking site use was linked to higher social self-concept, while investment in social 
networking sites was associated with lower self-esteem and higher depressed mood. Gender 
differences were also explored in Study 2. 
Study 3 examined the degree to which different leisure activities provide youth with 
opportunities to explore and refine their identities and experience positive peer interactions. 
Traditional structured leisure activities (e.g., sport, art) provided adolescents with more 
experiences of identity exploration and reflection and positive peer interactions than did 
social networking site use. Further analysis compared differences in social networking site 
use and found that both the frequency with which adolescents visited their social networking 
sites, and the degree of investment they had in their social networking sites, predicted more 
experiences of identity exploration and reflection and positive peer interactions.   
Study 4 investigated whether positive developmental experiences in structured leisure 
activities predicted more positive self-concept, and whether this link was stronger for youth 
from disadvantaged schools. The positive developmental experiences that occurred during 
structured leisure activities predicted higher general self-worth and social and academic self-
concept, and this link was stronger for youth from low SES schools.  
The fifth and final study investigated the longitudinal impact of adolescent 
involvement in structured leisure activities on self-concept. Study 5 used latent growth curve 
models to examine whether breadth of structured activity participation during early 
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adolescence predicted changes in self-concept across the high school years. Greater breadth 
of structured activity participation during early adolescence, controlling for intensity of 
participation, predicted less decline in general self-worth and academic self-concept. 
In summary, all five studies provided support for the proposition that leisure time 
activities are important to adolescent self-concept. The findings indicate that involvement in a 
diversity of structured leisure activities is a developmentally positive use of discretionary 
time in adolescence, particularly for youth from disadvantaged backgrounds. In addition, 
results suggest that adolescents’  frequent  use  of  social  networking  sites  is  not  a  cause  for  
concern, although the degree to which an adolescent is invested in his or her social 
networking site does appear to be linked to poorer outcomes. The findings of this thesis have 
relevance to both policy and practice.    
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CHAPTER ONE: OVERVIEW 
 
Adolescence is a time of immense change and growth, a period of development marked by its 
focus on identity exploration and refinement. Through experiences in the various contexts in 
which they are involved, youth decide who they are and what they care about. Although each 
context can impact upon the developing self, greater self-directed development can occur in 
those environments in which a youth has purposely chosen to be involved. Leisure time activities 
are such contexts, as they are less rigid and rule-bound environments in comparison to the 
classroom and family. At school an adolescent is a student, playing a clearly defined and well 
established role. At home an adolescent is a son or daughter, likely a brother or sister, also 
enacting clearly defined and not personally selected roles. In leisure time activities adolescents 
have more flexibility about the roles they adopt, and each role is much more fluid, changing on 
the basis of the activities they personally select. Research demonstrates the importance of leisure 
time activities for adolescent development (Coatsworth et al., 2005; Feldman & Matjasko, 2005; 
Feldman, Farb & Matjasko, 2012). Leisure time activities provide youth with greater 
opportunities to explore their identities (Hansen, Larson, & Dworkin, 2003; Sharp, Coatsworth, 
Darling, Cumsille, & Ranieri, 2007) and are considered by youth as their most personally 
meaningful activities (Coatsworth et al., 2005). The specific ways in which youth choose to 
spend their leisure time also appear to be important, with the developmental opportunities 
available varying across different discretionary time activities (Larson, Hansen, & Moneta, 
2006).  
Though there is considerable diversity in the ways in which youth choose to spend their 
leisure time, a meaningful distinction can be made based on the degree of structure in the 
activities. Structured leisure activities include sporting teams, drama clubs, academic clubs, 
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church groups, and service activities. In contrast, unstructured activities refer to types of leisure 
activities  such  as  watching  television,  “hanging  out”  with  friends,  participating  in  online  social  
networking sites, and listening to music. Research that compares the two types of leisure 
activities indicates that structured activities may be more developmentally beneficial than 
unstructured activities. Youth who are involved in structured leisure activities score higher on a 
range of positive developmental indicators, from academic outcomes to mental health, long-term 
career trajectory, and well-being, compared to youth who are not involved in such activities 
(Cooper, Valentine, Nye, & Lindsay, 1999; Darling, Cadwell, & Smith, 2005; Eccles & Barber, 
1999). For example, higher test scores and school grades are associated with less time watching 
television and more time in structured activities (Cooper et al., 1999; Marsh & Kleitman, 2002). 
Unstructured leisure activities may, however, be the developmental context that offers the 
greatest opportunity for identity exploration (Hansen et al., 2003). 
This thesis shows  how  adolescents’  involvement  in  different  leisure  time  activities  is  
associated with their self-concept. Although discretionary time activities are considered optimal 
contexts for self-development, and research has shown that experiences of identity exploration 
and reflection occur frequently during participation in such activities (Hansen et al., 2003; 
Larson et al., 2006), little research has specifically examined if and how leisure time activities 
are associated with self-concept. As there is considerable complexity to the way in which youth 
choose to combine and engage in various activities during their leisure time (Feldman & 
Matjasko, 2007) it is imperative that research consider the impact of involvement in different 
types and combinations of leisure time activities. Therefore this thesis utilises a number of 
approaches to the measurement of involvement in leisure time activities in order to obtain a 
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broader understanding of how different aspects of activity engagement may be associated with 
adolescent self-concept.   
The  conceptual  framework  of  this  thesis  was  guided  by  Bronfenbrenner’s  bioecological  
model of human development (Bronfenbrenner & Morris, 2006). The bioecological theory 
frames development as occurring within a system of nested levels  whereby  individuals’  
development takes place through interactions with their environment, with ongoing complex 
reciprocal relationships occurring across the different levels of the system. The core component 
of the model is the notion of proximal processes, which represents the ongoing interaction 
between persons and their environment. These proximal processes are considered the primary 
mechanism by which human development occurs. Such processes occur in the contexts of the 
developing person, with individual characteristics affecting the degree to which proximal 
processes influence development. Furthermore, the power of proximal processes to affect 
development also varies as a function of the contexts and time periods within which they occur. 
Using this model, leisure activities are conceptualised as contexts in which adolescents are able 
to experience proximal processes that impact their development, specifically in relation to their 
self-concept. It is not the aim of this thesis to test the bioecological model; rather, this theory 
provides the overall guiding rationale for the suggested empirical relationships that are 
examined. The conceptual framework of this thesis is presented in Figure 1, which outlines the 
specific focus of each of the empirical studies. The numbers on the paths represent the empirical 
studies of the thesis that address the conceptualised link.  
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Figure 1. The conceptual model testing the impact of leisure time activities and experiences on adolescent self-concept, situated 
within the bioecological model of human development. The numbers represent the empirical study that has examined the link. 
 Context: Macrosystem Context: Microsystem Person 
Nested 
Contexts 
Proximal Processes 
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The first two empirical studies (Chapters 3 and 4) of this thesis sought to establish 
whether there was a link between leisure time activities and self. Study 1 focuses on structured 
leisure activities, because more research exists supporting the importance of these types of 
activities for positive adolescent development. Prior research has shown a link between 
involvement  in  structured  leisure  activities  and  specific  dimensions  of  an  adolescent’s  self-
concept (Marsh, 1992); however, this research took a unidimensional approach to participation, 
not considering the different ways youth combine their structured leisure activities. Therefore the 
first aim of this thesis was to investigate whether specific portfolios of structured leisure 
participation  were  differentially  associated  with  adolescents’  self-concept and self-worth. Study 
2 focuses on the link between involvement in unstructured leisure and self. As there is immense 
diversity in unstructured leisure activities, with some activities less likely to be associated with 
self (i.e., watching television), this thesis focuses on a popular activity with potential to influence 
self-development – social networking. Social Networking Sites (SNS) allow youth to create 
profiles displaying detailed personal information and link their profiles to those of others in order 
to form a network in which communication and viewing of information across members of the 
network is possible (Boyd & Ellision, 2008; Lenhart & Madden, 2007). Although research on 
adolescent use of social networking sites is relatively limited, studies have found that youth 
report using these sites to explore their identity (Livingstone, 2008; Manago, Graham, 
Greenfield, & Salimkhan, 2008). Therefore the second aim of this thesis was to examine the 
degree to which involvement in the unstructured leisure activity, using social networking sites, 
was associated with adolescent self-image. 
The third empirical study (Chapter 5) of this thesis focuses on the degree to which 
different leisure activities provide youth with opportunities to explore and refine their identities 
6 
 
and experience positive peer interactions. These experiences are conceptualised to be among the 
proximal processes that occur during involvement in leisure time activities and thus influence 
development. Given the nature of social networking sites, specifically designed to allow self-
expression and social interactions, this unstructured leisure activity could be considered a context 
that provides youth with a high frequency of identity and peer experiences. Though research has 
indicated that social networking sites may be used to explore identity and connect with peers 
(Livingstone, 2008; Pempek, Yermolayeva, & Calvert, 2009), no previous studies have 
documented the degree to which such sites provide youth with experiences of identity 
exploration and peer interactions. In contrast, research has established that structured leisure 
activities do provide youth with such experiences (Hansen et al., 2003), although the frequency 
with which they occur varies depending on the type of structured leisure activity (Larson et al., 
2006). However, no previous study has directly compared the experiences adolescents report 
during their participation in traditional structured leisure activities to the experiences occurring 
during their engagement in social networking sites. Therefore the third aim of this thesis was to 
contrast the degree to which structured and unstructured leisure activities provide positive 
developmental experiences associated with identity and positive peer interactions. 
The fourth empirical study (Chapter 6) of this thesis sought to examine whether positive 
developmental experiences during involvement in leisure activities were predictive of a more 
positive self-concept. Though structured leisure activities have been shown to provide youth with 
a range of positive developmental experiences, research has not previously investigated whether 
these experiences underlie the association between participation in structured activities and 
positive outcomes for adolescents. Study 4 addresses this gap in the literature, providing an 
examination of proximal processes that occur during participation in leisure activities. Study 4 
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empirically tests the conceptualization of these experiences as mechanisms by which 
involvement in structured leisure activities is positively associated with self-concept. The 
potential influence the macrosystem, operationalised as school socio-economic status, was also a 
focus of this study. Research that has assessed the role of socioeconomic status indicates that the 
benefits of participation in extracurricular activities are particularly prominent for adolescents 
from more disadvantaged backgrounds (Mahoney & Cairns, 1997; Marsh, 1992, Marsh & 
Kleitman, 2002). A consistent criticism of this field of research is the overreliance on samples of 
youth drawn from middle-class backgrounds (Fredricks & Eccles, 2006; Pedersen & Seidman, 
2005). Therefore the possible moderating effect of school socioeconomic status on the 
association between positive developmental experiences and self-concept was examined.  
The fifth and final empirical study (Chapter 7) investigated the longitudinal impact of 
adolescent involvement in structured leisure activities on self-concept. Study 5 examines the 
degree to which engaging in a variety of structured leisure activities during the important period 
of early adolescence affected the developmental course of self-concept. Trajectories of self-
concept are typically found to decline across the period of adolescence (Ferro & Boyle, 2012; 
Fredricks & Eccles, 2002; Jacobs, Lanza, Osgood, Eccles, & Wigfield, 2002; Molloy, Ram, & 
Gest, 2011; Nagy et al., 2010; Watt, 2004) with sharp declines appearing to be triggered in early 
adolescence, when youth are navigating transitions in schooling as well as adjusting to the 
multitude of physical, cognitive and social changes that rapidly occur at this developmental 
stage. No prior research has investigated whether engagement in a range of structured leisure 
activities during this important period could facilitate a more positive developmental course. 
Study 5 utilises latent growth curve modelling to address this gap in the literature. This approach 
provides a strong methodological as well as substantive contribution to the field, as little prior 
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research has identified behaviours that predict differences in individual trajectories of 
development.   
In order to investigate the conceptual model presented in Figure 1, data were collected 
from a large representative sample of Western Australian adolescents. The Youth Activity 
Participation Study of Western Australia (YAPS-WA) is a longitudinal research project that 
investigates the leisure time experiences and well-being of Australian youth. YAPS-WA 
commenced in 2007 with two cohorts (Year 8 and Year 10) of high school students and is 
currently in the 7th Wave of data collection. YAPS-WA collects longitudinal data from students 
in 39 high schools in both metropolitan and regional school districts across Western Australia. 
Within each school district the number of schools recruited, and the type of schools selected 
(government n=21; non-government n=18), were determined by the high school student 
enrolment rates. Study 1 (Chapter 3) and Study 4 (Chapter 6) in this thesis utilise Wave 1 data 
from the YAPS-WA project (see Appendix A for a copy of the entire Wave 1 survey). Study 2 
(Chapter 4) and Study 3 (Chapter 5) draw on data from Wave 2 (see Appendix B for a copy of 
the entire Wave 2 survey). However, only participants from a subset of the YAPS-WA schools 
(n=8) were selected to complete the additional measures required for Study 3. Study 5 is 
longitudinal and uses all 5 high school waves of data from the initial Year 8 cohort (2007-2011). 
See Appendix C for the YAPS-WA sample size for each Wave and the rationale for the use of 
particular waves of data for each empirical chapter. 
As this thesis comprises of four published manuscripts, and one manuscript currently 
under peer review, each empirical chapter is structured as an independent study. Therefore each 
empirical study (Chapters 3-7) is presented with its own abstract, introduction reviewing 
pertinent research, method, results section and discussion. As a result of this structure, references 
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are provided at the end of each chapter. In addition, each empirical study is prefaced by an 
overview of the purpose and rationale for the study in the context of the larger conceptual model 
of the thesis. In Chapter 2, an overarching review of the literature on adolescent self-concept and 
leisure time is presented, establishing the broader context for the five empirical studies, This 
analysis supports the view that  leisure time activities have an impact on adolescent self-concept, 
and identifies gaps in the literature which this thesis addresses. Chapter 8 concludes with a 
general discussion, integrating the results of the five empirical studies and the potential 
implications and applications of the findings.     
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CHAPTER TWO: LITERATURE REVIEW 
 
Who am I and what can I be? These two questions are a primary focus of the period of 
adolescence, the developmental stage in which an individual transitions from child to adult. 
Resolution  of  what  Erikson  (1968)  termed  the  ‘identity  crisis’  is  considered  necessary  for  healthy  
adolescent development, ideally occurring through exploration of different roles, where youth 
“try-out”  different  possible  selves.  Through  the  different  experiences  youth  have  in  their  lives  
they learn about themselves.  Adolescents’  developing  self-concept can be influenced by 
multifarious environments (Bronfenbrenner & Morris, 2006), providing them with greater 
knowledge and understanding regarding who they are and what they want to be. Adolescents are 
engaged in multiple social contexts; however, the freedom to choose what they are doing is 
largely restricted to their discretionary time. During leisure time there is greater flexibility for 
self-directed development, with youth able to purposely select activities to pursue. Leisure time 
activities are ideal contexts for self-development, with such contexts providing youth with 
frequent experiences of identity exploration and refinement (Hansen, Larson, & Dworkin, 2003).    
This chapter provides a review of literature concerning the primary constructs of this 
thesis. Two major areas are covered. First, a review of self-concept is provided. Self-concept is 
defined in detail, followed by a discussion of how self-concept is formed, what indicators are 
associated with this construct, and what the developmental course of self-concept is across the 
period of adolescence. The second major area of this review examines the literature concerning 
adolescent leisure time. This section is further separated into structured and unstructured leisure 
time, and focuses primarily on how these contexts are associated with adolescent self-concept. In 
addition, more focused reviews of the literature pertinent to the specific empirical studies is 
provided in the introductions to Studies 1-5 in Chapters 3, 4, 5, 6, and 7.  
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Self-Concept 
Susan Harter (1999) defines self-concept as a collection of knowledge structures about 
the  self.  Original  theorists  conceptualised  the  self  as  consisting  of  the  ‘I-self’  and  the  ‘me-self’  
(James, 1890). James (1890) defined the I-self  as  the  knower,  the  awareness  of  one’s  internal  
states,  thoughts,  actions,  continuity  and  coherence,  while  the  ‘me-self’  represents  a  person’s  
knowledge  about  that  self,  consisting  of  the  material,  social,  and  spiritual  ‘me’.  This  notion of 
the  ‘me-self’  has  been  later  defined  as  ‘the  observed’  (Wylie,  1979)  or  the  ‘idea  of  me’  (Lewis,  
1994) and is what is now considered self-concept. Self-concept was initially construed as a 
unidimensional construct (Piers & Harris, 1964; Coopersmith, 1967), whereby an individual was 
thought to have one set perception of him- or herself. However it is now widely acknowledged to 
be multidimensional in nature, consisting of numerous domain-specific evaluations and a global 
or general dimension (Harter, 1990; Marsh, 1987; Shavelson, Hubner, & Stanton, 1976).  
Though conceptually the specific domains of self-concept can be as numerous as there 
are  areas  for  reflection  (for  example  an  individual  could  reflect  on  their  ‘cooking’  self-concept or 
their  ‘driving’  self-concept), research has largely focused on and operationalized broader areas of 
the self-concept. Domains such as academic, social, behavioural, physical appearance, athletic, 
romantic, and occupational self-concept have been widely operationalized and measured. The 
greatest research interest has been focused on academic areas of the self-concept, and more 
specific scholastic domains such as Math and English self-concept have also been 
operationalized and the focus of more comprehensive study. 
In addition to being a multidimensional construct, self-concept is also considered to be 
hierarchically structured. At the apex of the hierarchy is a general or global evaluation of self 
that  reflects  an  individual’s  attitude  towards  him- or herself as a whole. The terms self-esteem, 
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general self-worth, and global self-concept are all used, largely interchangeably, to describe this 
construct (Shavelson et al., 1976). The aforementioned domains of self-concept form the 
subsequent tiers of the hierarchy (Shavelson et al., 1976). Although general self-worth is a 
unique and separate dimension of the self-system, it is differentially influenced by the distinct 
dimensions of self-concept, with the degree of influence varying depending upon the level of 
importance an individual places on each specific domain of self-concept. This thesis focuses on 
three broad dimensions of the self: social and academic self-concept and general self-worth. The 
specific domains of self-concept were selected because the development of social and academic 
competence  is  considered  to  be  a  fundamental  ‘project’  of  adolescence.  General  self-worth was 
included in order to ascertain whether the impact of involvement in different leisure activities 
extends  to  adolescents’  overall  opinion  of  themselves.    
The Formation of Self-Concept  
Self-concept is a cognitive construction and thus bound by the cognitive limitations and 
abilities of each developmental period (Harter, 1999). As cognitive capacity increases throughout 
childhood, the structure and content of self-presentations evolve. Initially young children hold 
very concrete self-definitions, and are able to define themselves by aspects such as their gender 
and appearance. The ability for higher-order abstract thinking and self-reflection that emerges 
during adolescence results in much more detailed and integrated self-perceptions. The increasing 
cognitive capacity that occurs throughout middle childhood and into early adolescence results in 
the  ability  for  youth  to  distinguish  between  their  ‘actual’  and  ‘ideal’  selves.  Discrepancies  
between  the  ‘actual’  and  ‘ideal’  self  are  considered  to  be  both  a  risk  factor  for  poor  self-worth 
and a motivator for positive behavioural change (Higgins, 1987). The impact of such a 
discrepancy varies, however, depending upon the importance placed on the domain in which the 
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inconsistency is present (Markus & Wurf, 1987). Therefore in adolescence it becomes important 
that youth be able to explore and engage in contexts that allow them to identify what they 
consider to be important and relevant to their ideal selves. Engaging in a period of what Marcia 
(1966) termed moratorium, wherein adolescents engage in an examination and reflection of their 
choices and values, is considered necessary for identity achievement to occur. Research has 
shown that adolescents are able to differentiate between the primary, most important self-
descriptors and less central, insignificant aspects of their identity (Harter & Monsour, 1992). 
Youth who do not explore different aspects of their selves draw on less information and 
experience when describing who they are and determining what aspects of that description are 
most important to them and most relevant to their self-concept.  
The development of self-concept occurs within and is influenced by social interactions 
and  experiences.  Conceptualized  by  Cooley  (1902)  as  the  ‘looking  glass  self’,  the  development  
of self-perceptions  is  influenced  by  the  behaviour  of  others  in  an  individual’s  environment,  as  the  
opinions  and  responses  of  others  to  one’s actions become a social mirror in which to observe 
oneself and incorporate the information into an overall self-concept. Through their interactions in 
their environment a person receives feedback, both directly in-the-moment and indirectly via 
later cognitive reflection on their experiences. The impact of this feedback is particularly salient 
in adolescence (Rosenberg, 1986), when the appraisals of others take a central role in the 
development of self-perceptions. Though youth may not directly receive negative feedback, the 
absence of positive feedback can also be inferred as a negative evaluation from others (Felson, 
1993). Engagement in multiple social contexts facilitates exposure to a greater degree and 
diversity of feedback. For example, early adolescence marks the development of role-related 
selves (Harter, 1999), and youth begin to conceptualize and evaluate themselves differently 
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across various social roles. Harter, Waters and Whitesell, (1998) investigated whether 
adolescents evaluated their self-worth differently across four relational contexts, with parents, 
teachers, male classmates, and female classmates. Their research showed that adolescents report 
different levels of self-worth across different relational contexts. Furthermore, the perception of 
support from significant others within each context was shown to be highly related to the self-
worth an adolescent reported within that context.  
In addition to social interactions influencing self-concept through feedback and the 
‘looking  glass  self’,  such contexts also provide experiences of support which affect self-concept. 
Although parents remain an important source of support throughout childhood, the influence of 
people outside of the family home becomes increasingly important in adolescence. The power of 
peers in influencing adolescent thoughts, feelings and behaviours is one of the most notable 
social changes of this developmental period. Research has found that the opinions and support of 
peers encountered in public situations, such as youth activities and school classes, is more 
predictive  of  adolescents’  self-worth than the attitudes and views of close friends (Harter, 1990). 
This is theorised to result from the perception that peers present a more objective evaluation than 
close friends (Harter, 1990).  
In addition to peers and close friends, exposure to non-familial adults expands during 
adolescence, and as such is another source of information, support, and thus influence on self-
concept. Exposure to supportive non-familial adults through school, community organisations or 
activities can be especially beneficial to adolescent self-concept (Kuperminc, Thomason, DiMeo, 
& Broomfield-Massey, 2011). Therefore youth who are engaged in more relational contexts, 
beyond simply the home and school environment, are exposed to more experiences that facilitate 
self-concept development.   
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Importance of Self-Concept in Positive Development 
The relationship between self-concept and a variety of different outcomes has been 
investigated. The strongest associations are found when individual domains of self-concept are 
linked with their corresponding domain-specific behaviours and motivations (Valentine, DuBois, 
& Cooper, 2004). For example, academic self-concept is fundamental to the development of 
academic motivation, and plays a pivotal role in achievement and educational aspirations and 
goals (Eccles, Wigfield, Harold, & Blumenfeld, 1993). Even after accounting for initial levels of 
achievement, academic self-concept has a positive influence on future achievement (Marsh & 
Craven, 2006). Valentine and colleagues (2004) conducted a meta-analysis of longitudinal 
research on the relationship between self-beliefs and academic achievement. Fifty-five research 
reports consisting of 60 independent samples were reviewed. They found a small positive effect 
of positive self-belief on academic achievement subsequent to initial achievement. Furthermore, 
larger effects of self-belief on achievement were found when more specific scholastic domains of 
self-belief were matched to achievement in the corresponding area (i.e., math self-concept 
predicting math achievement). Academic self-concept and more specific scholastic domains have 
received the preponderance of research attention and therefore the positive outcomes associated 
with this specific area of self-concept are most well understood in comparison to other domains 
of self-concept.  
Though far less research has investigated the outcomes associated with social self-
concept, success in this domain is considered essential for healthy adolescent development 
(Harter, 1999). Research suggests that youth who have a more positive social self-concept are 
more  likely  to  have  a  higher  social  status  and  be  considered  ‘popular’  by  their  peers  (Jackson  &  
Bracken, 1998), with popularity associated with better social skills (Stuart, Gresham, & Elliott, 
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1991).  Youth  who  consider  themselves  ‘neglected’  report  the  lowest  level  of  social  self-concept, 
not  only  in  relation  to  their  ‘popular’  peers  but  also  compared  to  youth  with  ‘average’  social  
status (Jackson & Bracken, 1998). In addition, associations between poor social self-concept and 
the presence of social phobia have been identified (Wilson & Rapee, 2006).   
Global self-concept has been found to predict many indicators of adjustment. For 
example, a more negative general self-concept has been related to internalizing problem 
behaviours, such as greater depressed mood and anxiety (Erkolahti, Ilonen, Saarijärvi, & Terho, 
2003; Orbach, Mikulincer, Stein, & Cohen, 1998; Räty, Larsson, Söderfelt, & Wilde Larsson, 
2005)  and  eating  problems  (Humphrey,  1986;;  O’Dea,  2006),  as  well  as  externalizing  problem  
behaviours such as aggression and delinquency (DeSimone & Murray, 1994; Donellan, 
Trzesniewski, Robins, Moffit, & Caspi, 2005; Hay, 2000; Marsh, Parada, Yeung, & Healey, 
2001; Moretti, Holland, & McKay, 2001; van Welzenis, 1997). A more positive general self-
worth supports healthy adolescent development, and is associated with life satisfaction (Parker, 
Martin, & Marsh, 2008), academic achievement (Byrne, 1996; Eccles, Wigfield, Harold, & 
Blumenfeld, 1993; Marsh & Yeung, 1997) and reduced the likelihood of internalizing and 
externalizing problem behaviours (Dubois, Burk-Braxton, Swenson, Tevendale, Lockerd, & 
Moran, 2002). Ybrandt (2008) investigated the predictive relationship of self-concept with 
internalizing and externalizing problem behaviours in Swedish adolescents. A positive self-
concept was shown to be a strong protective factor for internalizing problems, while the strength 
of the relationship between self-concept and externalizing behaviours was weaker. Self-concept 
is pivotal in healthy adolescent development, having been linked to a multitude of outcomes, 
though less is understood regarding its developmental course across the period of adolescence.    
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The Developmental Trajectory of Self-Concept  
Research results are mixed regarding the developmental course of self-concept. For the 
most part it appears that a decline in positive self-regard occurs across the adolescent years, 
though this is dependent upon the domain of self-concept examined. As previously indicated, the 
scholastic domains of self-concept have received the greatest attention. The results of research on 
the trajectories of these domains of the self are largely consistent: the concensus is that academic 
domains of self-concept decline across the adolescent years (Fredricks & Eccles, 2002; Jacobs, 
Lanza, Osgood, Eccles & Wigfield, 2002; Nagy, Watt, Eccles, Trautwein, Ludtke, & Beaumert, 
2010; Watt, 2004). Cross-cultural research with adolescents from Australia, the United States, 
and Germany investigated the trajectories of math self-concept across the course of the high 
school years (Grades 7-12; Nagy et al., 2010). The results showed that the developmental course 
of math self-concept was consistent across the three countries, with a decline in math self-
concept evident across the high school years (Nagy et al., 2010). Other research has also found 
declines in the trajectory of math self-concept across adolescence (Fredricks & Eccles, 2012). 
Jacobs and colleagues (2002) investigated the trajectories of math and language arts self-concept 
from grades one through twelve. Consistent with Nagy et al. (2010), they found a declining 
trajectory of math self-concept (Jacobs et al., 2002). However, the pattern for language arts self-
concept varied, with a continuous decline found from early childhood (grade 1) through to mid-
adolescence (grade 10), but this decline then leveled out, and increases were found from mid- to 
late adolescence (grade 12). Research investigating the development of the broader domain of 
academic self-concept is less clear. Molloy, Ram and Gest (2011) found declines in academic 
self-concept during middle school, though other research has shown no change in the trajectory 
of academic self-concept over a much shorter time period (Young & Mroczek, 2003). Less 
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research has focused on the developmental course of non-academic aspects of self-concept, so 
that the trajectories of these domains are still unclear. For example, Young and Mroczek (2003) 
found no change in trajectories of social and general self-concept, whereas Molloy and 
colleagues (2011) found increases in the trajectory of social self-concept, albeit with an 
elementary school sample. Montague and colleagues (Montague, Enders, Dietz, Dixon, & 
Cavendish, 2008) found increases in self-concept across high school; however, they used a 
composite measure of self-concept that combined seven domains and therefore increases in some 
domains may have masked decreases in other domains.  Ferro  and  Boyle’s  (2012)  research  
showed a quadratic trajectory of global self-concept, with declines found across the early to 
middle to high school years; however the rate of this decline slowed over time, with increases in 
global self-concept occurring during late adolescence. Given the notable variations in the results 
of research on the trajectories of self-concept, particularly across the high school years, it is clear 
that the developmental course of self-concept is still not fully understood and further research in 
this area is needed. Furthermore it is important that research considers the intra-individual 
variability in the developmental course of self-concept, particularly in reference to identifying 
contexts that may help to alleviate the potential decline that appears to occur across the 
adolescent period. 
Adolescent Leisure Time 
Leisure  time  is  a  major  aspect  of  an  adolescent’s  day,  with  most  youth  in  Western  
countries spending more than half their waking hours in discretionary time activities (Larson & 
Verma,  1999).  Leisure  activities  provide  a  unique  context  in  adolescents’  lives.  Unlike  other  
areas  of  an  adolescent’s  life  which  are  more  rigidly  structured  such  as  school  and  work,  
discretionary activities may provide more freedom to explore and refine identity. Leisure 
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activities are an environment that an adolescent has largely selected to be involved in, thereby 
allowing the adolescent to experience autonomy and self-directed development (Larson, 2000). 
Despite the considerable amount of time youth spend engaged in leisure activities, less research 
has focused on the impact of leisure time on development in comparison to the influence of the 
family or school environment. The ways in which young people spend their free time becomes 
particularly important during the period of adolescence, as the experiences that occur during 
leisure time play a salient role in the formation of identity and the self, the primary task of this 
developmental period (Erikson, 1968). Leisure activities provide a liberating context in which 
youth are able to explore personal interests and individual strengths and weaknesses (Kleiber, 
1999). In addition to the information a youth gains about personal identity, leisure activities also 
allow youth to explore different social identities. Through their free-time choices adolescents can 
‘try-out’  different  social  identities  and  the  subsequent  social  connections  and  interactions  that  
may occur as a result of their involvement in such activities (Kleiber, 1999). When engaging in 
multiple leisure activities adolescents are able to simultaneously consider and evaluate the 
suitability  of  various  ‘identities’.  For  example,  an  adolescent  may  choose  to  spend  some  leisure  
time involved in a band and some time playing computer games, and thus experience the social 
identities  (as  well  as  gain  personal  knowledge)  of  being  a  ‘muso’  and  a  ‘gamer’,  two  
stereotypically distinct identities. 
Leisure Time: Structured vs. Unstructured  
Some research on adolescent discretionary time-use has operationalized and contrasted 
leisure time activities based on the structured on unstructured nature of the activity. For example, 
structured leisure consists of activities such as sporting teams, drama clubs, academic clubs, 
church groups, and service activities, and can be based at school or in the community. In 
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contrast, unstructured activities refer to types of leisure pursuits such as watching television, 
‘hanging  out’  with  friends,  and  listening  to  music.  When  compared  with  unstructured  leisure,  
structured activities have been found to be more developmentally beneficial. For example, higher 
test scores and school grades are associated with less time watching television and more time in 
structured activities (Cooper, Valentine, Nye, & Lindsay 1999; Marsh & Kleitman, 2002). Time 
in structured activities is also related to better peer relationships and emotional adjustment at 
school, while unstructured leisure time is associated with poorer emotional adjustment and work 
habits (Posner & Vandell, 1994, 1999). Mahoney and Stattin (2000) reported that participation in 
unstructured activity settings, specifically youth recreation centers in Sweden, was associated 
with higher levels of antisocial behaviour compared to participation in structured activities.   
Leisure Time: Active vs. Passive  
However, in addition to whether a leisure activity is structured or unstructured, it also 
appears that the active or passive nature of the leisure activity is important. Active unstructured 
leisure activities, such as hobbies and socializing with friends, have been linked to more positive 
outcomes than passive unstructured leisure activities, such as watching television. Bohnert, 
Richards, Kolmodin and Lakin (2008) conducted an Experience Sampling Method study to 
assess the relationship between daily leisure activities and a range of outcomes. Involvement in 
active leisure activities was associated with greater levels of motivated engagement, positive 
affect, and higher levels of confidence, compared to involvement in passive leisure activities. 
Other research has shown a link between time spent in passive leisure activities and higher levels 
of depressive symptoms (Bohnert, Richards, Kohl, & Randall, 2009), greater social alienation, 
and lower self-esteem and life satisfaction (Trainor, Delfabbro, Anderson, & Winefield, 2010). 
Though discretionary time activities are an important context in the lives of adolescents, 
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providing experiences for identity exploration and development, there are a multitude of leisure 
activities in which youth can be involved, and considerable differences in developmental 
outcomes are linked to the way in which youth choose to spend their time.     
Positive Developmental Experiences during Leisure Activities vs. School and Work 
Empirical research provides support for the importance of leisure time contexts for 
personal and interpersonal progression. Hansen, Larson, and Dworkin (2003) investigated the 
degree to which adolescents reported a range of developmental experiences across three major 
contexts of their lives; an academic school class, hanging out with friends, and structured 
extracurricular activities. Internal personal development experiences, namely goal-setting, 
problem-solving, effort, and time management, were reported to occur with much higher 
frequency during participation in structured leisure activities than during an academic class or 
hanging out with friends. Experiences associated with identity work also occurred more 
frequently during leisure time activities. Youth reported significantly more experiences 
associated with identity exploration when they were socializing with friends or involved in 
structured activities in comparison to being in an academic class. In a follow-up study with over 
2,000 youth from 19 diverse high schools, Larson, Hansen, and Moneta (2006) compared the rate 
of developmental experiences reported during involvement in an academic class, socializing with 
friends, structured activities, and a paid job. Their most consistent finding was that youth 
reported significantly higher rates of every developmental experience (six assessed) during 
involvement in structured activities than during their school class. Identity-related experiences 
were again found to occur at higher rates in leisure activities. For example, youth reported 
significantly higher rates of identity-work experiences during their participation in performing 
arts activities in comparison to working at a job or being in a school class. However, among 
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leisure activities, identity experiences occurred at a greater rate when socializing with friends 
than when in performing arts activities. Leisure with friends was also associated with more 
identity and positive relationship experiences when compared to the leisure activities of sports 
and academic clubs. In addition, identity-related and positive relationship experiences also 
occurred at a significantly greater rate in community- and service-orientated leisure activities 
than when working at a job. Using a different methodology, Shernoff and Vandell (2007) 
reported similar findings. Through the use of the Experience Sampling Method, these researchers 
assessed the level of engagement in structured leisure activities. During participation in sports 
and arts activities students reported experiencing significantly higher levels of intrinsic 
motivation, concentrated effort, and engagement, and lower levels of apathy, compared to all 
other after-school activities. In comparison, while doing homework, students reported higher 
apathy and lower levels of positive affect, intrinsic motivation, and overall engagement.  
The identity-fostering properties of leisure activities have also been established in cross-
cultural research with youth from the United States, Italy, and Chile (Coatsworth, Sharp, Palen, 
Darling, Cumsille, & Marta, 2005). Youth from these distinct countries consistently reported that 
high levels of identity experiences occurred in their self-defining activities, with a considerable 
degree of similarity also found in the activities youth selected as personally meaningful across 
the three samples. Furthermore, though male and female youth differ in which leisure activities 
they consider personally meaningful, the degree to which leisure activities provide identity 
experiences does not differ by gender, with both male and female youth reporting high levels of 
identity experiences in their chosen leisure activities (Sharp, Coatsworth, Darling, Cumsille, & 
Ranieri, 2007). Clearly leisure activities are an important context for identity and self-related 
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experiences; however, there are considerable differences in the way in which youth chose to 
spend their discretionary time. 
Structured Leisure Activities  
Adolescent participation in structured leisure activities, such as sports, community 
service activities, and performing arts clubs, has received increasing research focus over the last 
two decades. In Australia, approximately two-thirds of adolescents participate in structured 
organised sport and approximately one-third participate in organised cultural activities, with just 
under a quarter of youth not involved in any structured leisure activities (Australian Bureau of 
Statistics, 2012). Similar rates of involvement are found in the United States, with 70% of 
students in the National Longitudinal Study of Adolescent Health reporting involvement in at 
least one structured leisure activity (Feldman & Matjasko, 2005). Research has found 
participation in structured leisure activities to be associated with a number of positive 
developmental outcomes for adolescents. Such participation has been linked to greater school 
attachment and belonging, better academic achievement, higher academic aspirations, as well as 
a reduction in risky behaviours such as alcohol and drug use, and dropping out of school (Cooper 
et al., 1999; Darling, Cadwell, & Smith, 2005; Eccles & Barber, 1999; Holland & Andre, 1987; 
Videon, 2002). Participation in structured leisure activities has also been associated with an 
adolescent’s  sense  of  identity  (Barber,  Stone,  Hunt,  &  Eccles,  2005;;  Eccles,  Barber,  Stone, & 
Hunt, 2003; Larson, 2000). Activities are thought to provide adolescents with opportunities to 
‘try  on’  different  identities,  with  investigators  reporting  that  adolescents  often  describe  
themselves  partly  on  the  basis  of  what  they  do,  such  as  being  a  ‘sporty’  person,  a  ‘music’  person,  
or  a  ‘brainy’  person  (Eccles  et  al., 2003; Eccles & Barber, 1999). In addition to the personal 
expression that is facilitated through activity participation, involvement also allows youth to 
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develop their identity through associations with activity-based peer groups which in turn help to 
foster their social identity. 
Self-concept and structured leisure activities. The exploration of different identities 
that is afforded by structured activity participation provides youth with the opportunity to 
develop and refine their self-concept. A number of studies investigating the outcomes associated 
with adolescent structured leisure participation have found a positive relationship between 
participation and measures of general self-esteem or self-worth (e.g., Daniels & Leaper, 2006; 
Erkut & Tracey, 2002; Fredricks & Eccles, 2005, 2006, 2008; Gadbois & Bowker, 2007; Kort-
Butler & Hagewen, 2011; Tracey & Erkut, 2002). Cross-sectional research has found that youth 
who are involved in structured leisure activities report higher levels of self-esteem (Erkut & 
Tracey, 2002; Fredricks & Eccles 2005; Gadbois & Bowker, 2007; Tracey & Erkut, 2002); 
however, the design of these studies, incorporating only one data point, reduces the inferences 
that can be made from the findings. Daniels and Leaper (2006) utilised data from the National 
Longitudinal Study of Adolescent Health (Add Health) to investigate whether involvement in 
structured  sports  predicted  adolescents’  self-esteem one year later. They found support for their 
proposed model. After controlling for initial levels of self-esteem, participation in structured 
sports positively predicted self-esteem one year later (Daniels & Leaper, 2006). Furthermore, 
this relationship was partially mediated by peer acceptance, supporting the notion that 
involvement in structured leisure activities facilitates belongingness and social identity which 
has a subsequent positive impact on self-concept.  However  the  results  of  Daniels  and  Leaper’s  
research is limited by their focus on only involvement in structured sports, neglecting other 
structured leisure activities, and while this extends previous cross-sectional research, only 
limited inferences can be made with two-wave designs.  
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Kort-Butler and Hagewen (2011) improved  on  Daniels  and  Leaper’s  (2006)  research  by  
applying more advanced statistical techniques to the Add Health data set to investigate the 
impact of adolescent involvement in structured leisure activities on the trajectory of general self-
esteem from mid-adolescence to young adulthood. They found that though participation in 
structured leisure activities was a positive predictor for initial levels of self-esteem, it did not 
appear to matter for the long-term development of self-esteem. The authors theorised that the 
impact of the social roles that occur via structured leisure participation on identity formation may 
occur prior to mid-to-late adolescence, suggesting that influence of activity involvement on 
identity may primarily occur in early adolescence. 
Far less research has been conducted on the link between structured leisure participation 
and specific dimensions of self-concept, although a positive relationship between participation 
and self-concept appears present (Marsh, 1992; Stone, Barber, & Eccles, 2001). Marsh’s  (1992)  
longitudinal study found participation in extracurricular activities to be associated with increased 
academic and social self-concept, after controlling for background variables and initial levels of 
self-concept. This association was also found to be stronger for adolescents from lower 
socioeconomic backgrounds (Marsh, 1992). Marsh’s  research,  although  based  on  a  large  and  
representative sample of adolescents, used a single quantitative measure of total extracurricular 
activity participation. With such a measure, self-concept advantages associated with participation 
in specific types of structured activities cannot be identified. Research has yet to identify whether 
particular structured leisure contexts are more facilitative of self-concept, and more importantly, 
no research has investigated the process through which structured leisure participation would be 
associated with higher self-concept for adolescents.  
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Measuring and operationalising involvement in structured leisure activities. The 
measurement and operationalization of youth participation in structured leisure activities has 
undergone considerable progress since the early research in this field. As Bohnert, Fredricks and 
Randell (2010) highlighted in their recent review there are multiple aspects to structured leisure 
participation, and therefore a varied approach is necessary in order to accurately understand the 
complex nature of participation. Initially, structured leisure involvement was operationalised as a 
dichotomous yes/no measure of participation. This method of measurement was then extended to 
look at involvement in specific types of structured leisure activities, with research showing that 
the outcomes associated with participation varied depending upon the type of structured leisure 
activity in which a youth participated (Blomfield & Barber, 2010; Fredricks & Eccles, 2005). For 
example, participation in sports has been associated with increased school engagement and lower 
levels of depression (Fredericks & Eccles, 2005; Eccles & Barber, 1999), performing arts have 
been linked to lower alcohol use (Fredericks & Eccles, 2005), and participation in school clubs 
predicts later civic engagement (Fredericks & Eccles, 2006).  
A more person-centred approach to understanding involvement in structured leisure 
activities utilises the profiles of participation. This method investigates the ways in which youth 
combine multiple activity types (Bohnert et al., 2010; Feldman & Matjasko, 2007; Feldman 
Farb, & Matjasko, 2012). The use of profiles to measure activity participation allows a more 
nuanced understanding of the unique versus combined role participation in different types of 
extracurricular activities may have on developmental outcomes. Feldman and Matjasko (2007) 
used the Adolescent Health data set to identify 26 possible combinations of activity participation. 
Adolescents’  extracurricular  activity  participation  was  then  categorized  into  6  mutually  exclusive  
participation portfolios (Feldman & Matjasko, 2007). Adolescents were coded as participating in 
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sports only, academics only, school only, performance only, multiple activity types, or non-
participation (Feldman & Matjasko, 2007). Just under half their sample participated in multiple 
activity types (43.2%), with both that combination profile and the academic-only profile 
associated with significantly higher academic achievement than were the other profiles of 
participation. Within the multiple activity type profile, the majority of the possible combinations 
included a sport, with Feldman and Matjasko (2007) recommending future research focus on 
sports participation that occurs in conjunction with other kinds of activities.  
An  adolescent’s  involvement  in  structured  leisure  activities  can  also  be  conceptualised  in  terms  
of their breadth of  participation.  Measuring  youths’  breadth  of  structured  leisure  participation  
captures the number of types of different contexts in which they are involved. Breadth of activity 
participation does not simply refer to the number of activities in which an adolescent 
participates, rather the variety of activities. For example, an adolescent involved in two or three 
different sports, such as tennis, basketball and swimming, receives a breadth score of one, while 
an adolescent in two different types of activities, such as sports (e.g., tennis) and performing arts 
(e.g., drama club), receives a breadth score of two. In this way the range of experiences is 
captured, and this approach provides information about the wide-ranging, or eclectic, nature of a 
student’s  involvement that is not accounted for in dichotomous or additive measures of 
involvement. Indeed, breadth of activity participation has been linked to a number of positive 
adolescent  outcomes.  In  Fredricks’  (2012)  research,  breadth  of  participation  in  10th grade was a 
positive predictor of academic outcomes in grade 12 and two years post high school. Similar 
results were found by Knifsend and Graham (2012), where breadth of participation was 
positively associated with school belonging and academic achievement. In addition, less 
involvement in risk behaviours (Rose-Krasnor, Busseri, Willoughby, & Chalmers, 2006), higher 
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levels of successful development (Busseri, Rose-Krasnor, Willoughby, & Chalmers, 2006), and 
greater civic development (Denault & Poulin, 2009) have all been positively associated with 
breadth of activity participation. Previous research has also looked at developmental change in 
breadth trajectories, and breadth of participation during the important period of early adolescence 
was the major predictor of developmental outcomes above and beyond change in breadth over 
time (Denault & Poulin, 2009).  
Intensity of participation, typically measured by the number of hours an adolescent 
spends engaged in structured leisure activities, is another method in which structured activity 
participation has been operationalised. Although there is a degree of overlap between breadth 
and intensity of participation, these two constructs capture unique dimensions of activity 
participation. For instance, an adolescent who participates in a variety of different extracurricular 
activities at a low to moderate intensity would have a similar total level of participation intensity 
as an adolescent who only participates in one activity at a high level of intensity. While these two 
adolescents have similar levels of participation intensity, their breadth of participation is 
different. Research has found that youth who participated in structured leisure activities at a 
greater intensity also report more positive outcomes for a range of indicators (Bohnert et al., 
2010). For example, positive attachments to school and higher academic achievement have been 
associated with a greater intensity of participation (Cooper et al., 1999; Mahoney, Harris, & 
Eccles, 2006).  
Involvement in structured leisure activities has also been measured in terms of the degree 
of positive developmental experiences that occur during participation. As previously discussed, 
Larson and colleagues (Larson, Hansen & Moneta, 2006; Hansen, Larson, & Dworkin, 2003) 
have identified a variety of positive experiences that occur during participation in structured 
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activities, including those related to initiative, teamwork, interpersonal relationships, and identity 
work (Larson et al., 2006; Hansen et al., 2003). These researchers found that a variety of positive 
experiences do occur during structured leisure participation, with the type of experiences, and 
degree to which the experiences occurred, varying depending on the type of structured leisure 
activity in which the adolescent participated. For example, participation in sports and arts 
activities provided adolescents with greater initiative experiences, while participation in service 
activities, such as volunteering, provided more teamwork and social capital experiences (Larsen 
et al, 2006). Furthermore, these experiences  were  not  moderated  by  an  adolescents’  gender  or  
ethnicity, or the area in which they lived.  
 Other researchers have focused primarily on the identity-developing experiences that 
occur during participation in structured activities. Experiences of flow (completely focused 
motivation), personal expressiveness (this is who I am), and goal-directed behaviour have been 
documented in the activities that adolescents have selected as self-defining (Coatsworth et al., 
2005; Sharp et al., 2007). However, the specific types of experience, and the degree to which 
different experiences occur, have been found to vary depending on the type of activity. For 
example,  in  Larson  and  colleagues’  research  (Larson  et  al.,  2006;;  Hansen  et  al.,  2003),  
participation in sports and arts activities provided adolescents with greater initiative experiences, 
whereas participation in faith-based groups provided more identity exploration, emotional 
regulation, and positive relationship experiences, when compared to other activity types.  
Structured leisure activities: Gaps in the research. Despite the substantial amount of 
research that has now been conducted investigating the outcomes associated with adolescent 
participation in structured leisure activities, there are a number of areas where research in this 
field is limited. In a review of the research area conducted over twenty-five years ago, Holland 
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and Andre (1987) highlighted a number of limitations associated with the field. They stated that 
the greatest methodological problem was the inevitable confound of self-selection. The basis of 
research in this area is concerned with voluntary participation in structured leisure activities; 
however such a basis leads to self-selection as a necessary condition (Holland & Andre, 1987). 
According  to  Holland  and  Andre,  “the  danger  of  self-selection is that preexisting differences 
between groups of students who choose or do not choose to participate, rather than the influence 
of participation, may account for observed differences between participation and 
nonparticipation  groups”  (p.  449).  The  effects  of  self-selection factors are addressed in this area 
through the statistical control of multiple confounds, as well as extensive longitudinal studies. 
Since  the  time  of  Holland  and  Andre’s  review  a number of detailed and extensive longitudinal 
studies, controlling for multiple confounds, have been conducted in this area to address this 
limitation (e.g. Broh, 2002; Eccles & Barber, 1999; Mahoney & Cairns, 1997; Mahoney, Cairns, 
& Farmer, 2003). Although self-selection factors will always be a confound of research on 
voluntary structured leisure participation, through the use of longitudinal research designs, with 
appropriate statistical controls, this limitation can be minimized.  
A second key limitation  highlighted  in  Holland  and  Andre’s  (1987)  review  was  the  lack  
of empirical research discussing and investigating the explanatory links between structured 
leisure participation and development. As reviewed earlier, considerable research on structured 
leisure  activities  has  been  concerned  with  the  ‘outcomes’  or  ‘effects’  of  participation.  While  we  
now  have  a  better  understanding  of  the  multitude  of  ‘outcomes’  linked  to  structured  leisure  
participation, less is known about the possible mechanisms responsible for these effects. A 
number of theoretical explanations for these relationships have been suggested, but studies 
investigating such mechanisms and possible mediational models of this relationship are 
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relatively rare, with research still required in order to determine how and why participation in 
structured leisure activities is associated with positive adolescent development. Researchers have 
begun to investigate possible mechanisms that could be responsible for these associations. The 
influence of structured  leisure  participation  on  the  composition  of  adolescents’  peer  groups  has  
been suggested to be one possible mechanism, in that adolescents become friends with other 
prosocial or non-deviant adolescents through participating in activities, with the adolescents’  
peer group influencing their behaviours and values (Blomfield & Barber, 2010; Eccles et al., 
2003; Fredricks & Eccles, 2005). The connection to a supportive adult who may act as a mentor 
to reinforce and encourage positive behaviour, has also been suggested to underlie the positive 
outcomes associated with activity participation (Mahoney, Schweder, & Stattin, 2002). The 
aforementioned positive developmental experiences that have been found to occur during 
participation in structured leisure activities (Larsen, Hansen & Moneta, 2006; Hansen, Larsen, & 
Dworkin, 2003; Coatsworth et al., 2005; Sharp et al., 2007), are likely to positively affect 
development. Although these positive experiences have been documented to occur during 
structured leisure participation, research has yet to investigate whether these experiences underlie 
the association between structured leisure participation and positive outcomes for adolescents.  
The importance of structured leisure for disadvantaged  youths’  self-concept. 
Research  indicates  that  adolescents’  socio-economic background is associated with their self-
concept. A meta-analytic review of 446 samples by Twenge and Campbell (2002) assessed the 
relationship between socio-economic status (SES) and self-esteem. Their results showed that 
self-esteem was positively associated with SES; therefore individuals from higher SES 
backgrounds reported higher self-esteem than did those from lower SES backgrounds. This 
effect was present across the lifespan, though it was strongest during young adulthood and 
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middle age. Given the documented overall differences in self-worth among youth from 
disadvantaged backgrounds compared to those from more economically advantaged families; the 
identification of contexts that can help to reduce this gap is of particular importance. 
Involvement in structured leisure activities appears to be particularly beneficial for youth from 
low  SES  backgrounds.  The  majority  of  studies  investigating  adolescents’  participation  in  
activities are based on middle-class youth, leading to a consistent criticism of the research area 
(Fredricks & Eccles, 2006; Pedersen & Seidman, 2005). The findings of those studies that have 
assessed the role of socioeconomic status suggest that the benefits of participation in 
extracurricular activities are particularly prominent for adolescents from more disadvantaged 
backgrounds (Mahoney & Cairns, 1997; Marsh, 1992, Marsh & Kleitman, 2002). For 
disadvantaged adolescents, activity participation has been found to provide stronger links to 
prosocial peers (Fredricks & Eccles, 2008) and  protects against emotional distress (Hull et al., 
2008). The protective effects associated with participation in activities also appear to be stronger 
for at-risk youth (Mahoney & Cairns, 1997).  
In  Marsh’s  research (Marsh, 1992; Marsh & Kleitman, 2002) with a nationally 
representative sample from the US, adolescents from disadvantaged backgrounds were found to 
benefit more from extracurricular participation than did adolescents from more affluent families. 
Marsh (1992) found that the relationships between participation in activities and more positive 
academic and social self-concept were stronger for adolescents from lower socioeconomic 
backgrounds, and subsequent research has identified the same effect for positive well-being 
(Hull, Kilbourne, Reece, & Husaini, 2008). It should be noted, however, that not all research has 
found an interactive effect of socioeconomic status with the benefits of participation in activities 
(Fredricks & Eccles, 2006).  
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Although the benefits associated with participation in activities appear to be greater for 
youth from lower socioeconomic backgrounds, rates of participation are disproportionally lower 
among such youth. Adolescents from disadvantaged backgrounds are much less likely to 
participate in extracurricular activities in comparison to their peers from more advantaged 
backgrounds (Bouffard, Wimer, Caronongan, Little, Dearing, & Simpkins, 2006; Dearing, 
Wimer, Simpkins, Lund, Bouffard, & Caronongan, 2009). Numerous constraints exist for these 
youth, which make participation more difficult, with the financial cost of activities often a 
primary reason for nonparticipation. In a national survey only 39% of ethnic minority parents 
reported being able to afford extracurricular activities, compared with 62% of white parents 
(Duffett & Johnson, 2004). Often youth from disadvantaged backgrounds have considerable 
familial responsibilities, which take priority over their own individual desire to participate in 
activities (Perkins, Borden, Villarruel, Carlton-Hig, Stone, & Keith, 2007). The ability to access 
activities has been highlighted as a major barrier to participation for youth from disadvantaged 
backgrounds (Eccles & Gootman, 2002), and schools with a poorer student population are found 
to offer fewer extracurricular activities than do schools in more affluent communities (Stearns & 
Glennie, 2010).  
Unstructured Leisure Activities  
The  outcomes  associated  with  adolescents’  involvement  in  unstructured  leisure  activities  
have received less research focus than have the outcomes from   structured leisure time pursuits. 
As previously discussed, some research has found that time spent in unstructured leisure is 
associated with poorer outcomes in comparison to time spent in structured leisure activities 
(Mahoney & Stattin, 2000; Posner & Vandell, 1999). However for certain dimensions of 
development unstructured leisure appears more beneficial than structured leisure. In Larson and 
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colleagues’  (2006)  extensive  research  on  the  developmental  properties of different contexts in 
adolescents’  lives,  positive  peer  and  identity-related experiences were found to occur at a 
significantly greater rate during involvement in unstructured leisure (e.g., spending time with 
friends) than during participation in structured leisure activities (e.g., sports, performing arts, or 
academic clubs).  
There is considerable variation in the types of activities that fall within the classification 
of unstructured leisure, making research and comparisons regarding the potential benefits or 
risks associated with unstructured leisure time difficult. Such activities as watching television, 
socialising with friends, reading a book, doing housework, listening to music, or engaging in a 
hobby such as scrap-booking, are just some of the possible activities that youth may engage in 
during their unstructured leisure time. The increasing presence of technology and media has had 
an impact on the unstructured leisure time of youth. For example, only a few decades ago 
computer console games did not exist, whereas now these are a very common leisure activity for 
youth. More recently the Internet, and specifically the advent and explosion of Social 
Networking  Sites  (SNSs),  have  altered  adolescents’  use  of  leisure  time.       
Social networking sites. Social networking sites (SNSs) are websites that allow users to 
create personal profiles and link their profiles to those of others in order to form a network in 
which communication and viewing of information across members of the network is possible 
(Boyd & Ellision, 2008; Lenhart & Madden, 2007). The popularity of these sites, particularly 
among adolescents, is apparent in the rapid rate at which their use has increased. Although the 
first SNSs date back to 1997, these sites are considered to have  become  ‘mainstream’  in  2003  
(Boyd & Ellision, 2008). Just four years later in 2007, the PEW Internet and American Life 
Project found that 61% of 14-17-year-olds and 41% of 12-13-year-olds in the United States used 
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social networking sites (Lenhart & Madden, 2007). At that time use of such sites was highest in 
older female teens, with 70% of 15-17-year-old females having a profile on a social networking 
site. Use of SNSs is just as popular with Australian adolescents, with data showing that 80% of 
12-13-year-olds and 96% of 14-17–year-olds report using a SNS (Australian Communications 
and Media Authority [ACMA], 2009). Recent data from the PEW Internet and American Life 
Project has shown that 81% of American youth now use social networking sites, an increase of 
approximately 30% since 2007 (Madden, Lenhart, Cortesi, Gasser, Duggan, Smith & Beaton, 
2013). In addition to the widespread adoption of social networking sites as a leisure activity, the 
use of these sites has quickly become a daily activity for many adolescents. For example, in 
Lenhart  and  Madden’s  (2007)  study  a  little  under  half  of  the  12-17-year-olds visited their profile 
on a daily basis, with 22% visiting several times a day. Other research has focused on the time 
adolescents spend using their social networking sites each day. In one study, youth spent an 
average of 33 minutes per day using their social networking sites, with this increasing to 54 
minutes per day a year later (Steinfield, Ellison, & Lampe, 2008). 
Self-concept in the social networking site context. Researchers are beginning to 
investigate how SNS use relates to development, with such use having been linked to identity 
exploration and relationship development (Steinfield et al., , 2008; Manago, Graham, Greenfield, 
& Salimkhan, 2008). Manago and colleagues identified SNSs as contexts for identity 
exploration, often being used by youth to display the features of themselves with which they 
were most satisfied. The  ability  to  personalize  one’s  SNS  profile  has  been  identified  as  a  way  in  
which adolescents use the sites to display and explore their identities (Livingstone, 2008). Social 
networking sites, which are aimed initially to facilitate social interactions and personal 
exploration, may be an important leisure context for the development of self-concept. 
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Though numerous online messaging services existed prior to the advent of social 
networking sites, these sites have facilitated a more complex level of online communication, 
resulting in a new and unique context for youth to engage in social comparison and receive peer 
feedback. In addition to communicating with friends via the instant messaging function, posting 
on walls, and commenting on photos, social networking sites provide a forum for youth to 
receive feedback, interact with peers, practice social skills, and observe others (Boyd & Ellison 
2008).  Social  networking  sites  allow  adolescents  to  present  a  kind  of  ‘social  resume’  by  joining  
interest groups, adding applications, listing personal information such as likes and dislikes and 
displaying photos. These functions let users communicate who they are and what they care 
about. Indeed, focus group research suggests that youth use social networking sites to explore 
their identities and to display the aspects of themselves that they are most proud of (Mango et al., 
2008). However at the same point in time that youth are presenting their most positive self-
presentations,  so  is  their  network  of  online  ‘friends’.  This  repetitive  exposure  to  the  positive  self-
presentations  of  their  ‘friends’,  ranging from photos of their peers engaged in socially desirable 
activities  (i.e.,  at  parties,  on  holidays)  to  reading  about  their  friends’  positive  life  events  through  
‘status  updates’  is  likely  to  result  in  an  increased  degree  of  social  comparison.  For  example, 
Chou and Edge (2012) found that greater time spent on Facebook was positively associated with 
believing that other people are happier and have better lives. In addition to an increased 
frequency of social comparisons, SNSs also result in more frequent peer feedback.  
When adolescents present information on their SNSs they are provided with feedback 
from  their  peers,  ranging  from  comments  on  photos,  to  users  indicating  their  ‘like’  of  a  particular  
comment or action. Peer feedback is integral to adolescents’  self-evaluations (Harter, 1999), and 
social networking sites have made it possible for youth to receive almost instantaneous feedback. 
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Not only is this feedback coming at a faster rate, but adolescents receive feedback to behaviours 
or events from a far greater number of people than would ever occur in the offline world. 
Furthermore, unlike positive verbal feedback youth might receive in traditional social situations, 
the feedback on their social networking site is able to be accessed and viewed multiple times, 
allowing adolescents to repeatedly experience the positive comments. Research indicates that 
adolescents actively seek this feedback. In a study by Valkenburg, Schouten, and Peter (2005) 
adolescents indicated that one of the primary motives for using the internet to explore their 
identities was to gain knowledge about themselves through feedback from others.  
The increased level and diversity of feedback occurring through the use of social 
networking sites could be expected to have an impact on an  adolescents’  self-concept. As 
adolescents  have  selected  who  they  are  ‘friends’  with  on  their  social  networking  site,  and  
therefore who is able to comment on their activity, the feedback they receive is likely to be of a 
positive nature. In addition, the majority of this online feedback is not only visible to the 
adolescent,  but  is  also  accessible  to  all  of  the  ‘friends’  on  the  adolescent’s    SNS  profile.  
Experimental research suggests that SNS users place a far greater emphasis on comments made 
by  ‘friends’  than  on  self-comments when they are asked to form opinions about other users based 
on their profiles (Walther, Van Der Heide, Hamel, & Shulman, 2009). Thus the visibility of this 
positive  feedback  to  one’s  peers  may  further  strengthen  the  possible  influence such feedback has 
to  a  youth’s  self-evaluations. However, it is possible that adolescents who are highly invested in 
their social networking site may rely too heavily on the feedback, and may be acutely aware of 
any  ‘lack’  of  feedback  and  internalize this as a fault.  
The primary purpose of social networking sites is to facilitate interactions among users. 
Despite the popular notion that youth use online communication tools such as social networking 
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sites  to  make  new  ‘online’  friends,  research  in  both the US and Australia shows that adolescents 
use the sites primarily to stay in contact with existing friends (ACMA, 2009; Lenhart & Madden 
2007; Pempek, Yermolayeva, & Calvert, 2009). In an Australian study, the majority of youth 
indicated that they used their SNSs to stay in contact with friends they knew in-person, with only 
17% indicating that making new friends was the purpose of their SNS use (ACMA, 2009). 
However, SNS use does not appear to simply be replacing other methods of communication 
among friends, as such use has been shown to facilitate stronger social bonds. Ellison, Steinfield 
and Lampe (2007) found a strong positive relationship between SNS use and three dimensions of 
social capital. Furthermore, this link between SNS use and social capital was still present in the 
follow-up longitudinal study that accounted for initial levels of social capital. Steinfield and 
colleagues  (2008)  suggest  that  social  networking  sites  facilitate  a  type  of  ‘social  surveillance’,  
allowing adolescents to track the behaviours and activities of their online friends. Such 
experiences can help adolescents feel more connected and reduce fears of rejection—
fundamentally important to  an  individual’s  self-concept.      
The Current Thesis 
The primary aim of the current thesis was to investigate the relationship between 
adolescents’  involvement  in  different  leisure  activities  and  their  self-concept. Research findings 
suggest that the different ways in which youth choose to spend their discretionary time can have 
an impact on their self-concept; however, a number of gaps in the literature were identified in the 
prior review which this thesis aims to address. As there is considerable diversity in the types of 
leisure activities in which youth engage it is important to make distinctions regarding the 
meaningful properties of these activities. A defining feature [criterion?] of leisure activities is 
whether they are of a structured or unstructured nature, and research has shown that this aspect 
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of leisure activities is associated with differing outcomes (Cooper et al., 1999; Marsh & 
Kleitman, 2002; Posner & Vandell, 1994, 1999). Although structured leisure activities have been 
the focus of increasing research, it is still unclear whether such involvement is associated with 
specific aspects of self-concept. Furthermore, there are different patterns of involvement in 
structured leisure activities, and research has yet to examine whether different profiles of 
structured  leisure  participation  are  of  importance  to  adolescents’  self-concept. Therefore the first 
aim of this thesis was to investigate whether specific portfolios of structured leisure participation 
were  differentially  associated  with  adolescents’  self-concept and self-worth.   
 There is substantial variation in the types of activities that fall within the classification of 
unstructured leisure, with some of these activities (i.e., watching television) likely having 
minimal  impact  on  adolescents’  self-development, while other unstructured leisure activities may 
assist self-development. The way in which youth spend their unstructured leisure time has 
recently undergone a considerable shift, with the arrival of social networking sites and the 
subsequent explosion in adolescent involvement in these sites. Because social networking sites 
facilitate self-expression and social connections it is reasonable to expect that involvement in this 
unstructured  leisure  activity  may  be  associated  with  adolescents’  self-development, though no 
research has investigated this possibility. Therefore the second aim of this thesis was to examine 
if involvement in a specific unstructured leisure activity, namely social networking sites, was 
associated with adolescent self-concept. 
 Leisure activities provide youth with an array of positive developmental experiences, yet 
little research has compared the degree to which these experiences vary across different 
structured and unstructured leisure activities. Furthermore no research has investigated the 
experiences  that  may  occur  during  adolescents’  involvement  in the relatively new unstructured 
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leisure of activity social networking sites. Therefore the third aim of the current thesis was to 
investigate differences in the degree to which different adolescent leisure activities (sports, non-
sport activities, and social networking sites) provide positive developmental experiences 
associated with identity development and positive peer interactions.    
A consistent criticism of the research on structured leisure activities is the lack of focus 
on the possible explanatory mechanisms by which involvement in such activities is beneficial. 
Although research has confirmed that a range of positive developmental experiences occur 
during participation in structured leisure activities, the importance of these experiences to self-
concept is not clear. Furthermore, the importance of these developmental experiences for 
different groups of youth is unknown. It appears that involvement in structured leisure activities 
may be particularly important for youth from disadvantaged backgrounds, possibly because other 
contexts in their lives may be less developmentally optimal in comparison to adolescents from 
more economically advantaged backgrounds. In order to address these gaps in the literature the 
fourth aim of the current thesis was to investigate whether the developmental experiences that 
occur during involvement in structured leisure activities are linked to a more positive self-
concept, and whether this relationship was stronger for youth from economically disadvantaged 
backgrounds.   
The long-term impact of adolescent participation in structured leisure activities on their 
self-concept  across  high  school  is  unknown.  Research  indicates  that  adolescents’  self-concept 
declines across high school (Ferro & Boyle, 2012; Fredricks & Eccles, 2002; Jacobs et al., 2002; 
Molloy et al., 2011; Nagy et al., 2010; Watt 2004), with the commencement of secondary 
schooling thought to be partially responsible for this decline (Wigfield, Eccles, Mac Iver, 
Reuman, & Midgley, 1991). Engagement in a broad range of structured leisure activities during 
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this important period may help to facilitate a more positive developmental course by providing 
youth with multiple constructive contexts in which to explore and refine their changing identity. 
Therefore the fifth and final aim of this thesis was to investigate whether breadth of 
extracurricular activity participation during early adolescence predicted self-concept trajectories 
across adolescence.  
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PREFACE TO CHAPTER THREE 
 
This thesis aims to examine whether and how adolescent involvement in different leisure 
time activities is associated with self-concept. Study 1 investigates whether involvement in 
structured  extracurricular  activities  is  linked  to  adolescents’  social  and  academic  self-concept 
and general self-worth. The conceptualised links that are examined in Study 1 are represented by 
the shaded portion of the model in Figure 1a. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1a. The conceptual model testing the impact of leisure time activities and 
experiences on adolescent self-concept, situated within the bioecological model of 
human development. Figure shading and bolding represent the portion of the model 
examined in Study 1. 
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Although research has found a positive link between involvement in structured leisure 
activities and general self-esteem (Fredricks & Eccles 2005, 2006; Gadbois & Bowker, 2007) far 
less research has focused on specific domains of self-concept.  Marsh’s  (1992)  research  found  a  
positive association between participation in structured leisure activities and academic and social 
self-concept, but this study was conducted over 20 years ago and is limited in its measurement of 
structured leisure participation, using a single quantitative measure of total structured 
participation. Such an approach results in an inability to identify possible self-concept 
advantages associated with participation in specific types of structured leisure. Prior research has 
found differences in the developmental indicators that are associated with different types of 
structured leisure activities (Feldman & Matjasko, 2005), highlighting the need for a more 
detailed measurement of structured leisure participation. Therefore Study 1 extends previous 
research by examining the relationship between involvement in different portfolios of structured 
leisure participation and social and academic self-concept and general self-worth.  
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CHAPTER THREE 
STUDY 1: PERFORMING ON THE STAGE, THE FIELD, OR BOTH? AUSTRALIAN 
ADOLESCENT EXTRACURRICULAR ACTIVITY PARTICIPATION AND SELF-
CONCEPT. 
 
Study 1 has undergone peer review and has been published in the Journal of Adolescence. The 
following chapter represents this manuscript. 
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Abstract  
 
The  relationship  between  Australian  adolescents’  participation  in extracurricular activities and 
their self-concepts was investigated. A total of 1489 adolescents (56% female; mean age 13.8 
years) completed measures of social self-concept, academic self-concept, and general self-worth, 
and reported on their extracurricular activity participation. In general, participation in any type of 
extracurricular activity was associated with a higher social and academic self-concept, and 
general self-worth, compared to no participation. Adolescents who participated in both sports 
and non-sports also reported a more positive social self-concept and general self-worth, 
compared to those who only participated in one of the activity types. This research provides 
support for extracurricular activities as a context facilitative of positive self-concept, and 
demonstrates  the  importance  of  a  mixed  participation  profile  for  an  adolescent’s  self-concept.   
 
 
 
Keywords:  
Adolescent self-concept; Extracurricular activity participation; Sports. 
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 Performing on the Stage, the Field, or Both? Australian Adolescent Extracurricular 
Activity Participation and Self-Concept. 
 
The development of social and academic competence is considered to be a fundamental 
‘project’  of  adolescence.  While  research  is  limited  in  this  area,  it  appears  that  extracurricular 
activities are a possible context for the facilitation of positive self-worth and self-concept in 
adolescents. Self-worth  refers  to  an  individual’s  evaluative  opinion  of  themselves  in  general  
(Harter, 1999; Marsh & Hattie, 1996), with a positive self-worth appearing to both protect and 
support healthy adolescent development (Gilman & Huebner, 2006; Steinhausen & Metzke, 
2001; Torres, & Fernàndez, 1995). Self-concept, defined as a collection of knowledge structures 
about the self, is widely acknowledged to be a multidimensional construct including domains 
such as academic, social, behavioural conduct, and physical self-concept (Harter, 1999). These 
separate components of self-concept jointly influence self-worth, and individually predict 
specific developmental indicators. For example, academic self-concept is consistently related to 
numerous academic outcomes, whereas there is a weaker relationship between such outcomes 
and non-academic domains of self-concept (Marsh & Craven, 1997).  
Participation in structured extracurricular activities, such as drama, academic clubs, and 
sports, provides important opportunities for development during adolescence (Mahoney, Larson, 
Eccles, & Lord, 2005). A number of studies investigating the outcomes associated with 
adolescent extracurricular activity participation have found a positive relationship between 
participation and measures of general self-esteem or self-worth (e.g., Eccles & Barber, 1999; 
Fredericks & Eccles 2005, 2006; Gadbois & Bowker, 2007). However, research examining 
extracurricular activity participation and more specific dimensions of self-concept is minimal. In 
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one exception, Marsh found participation in extracurricular activities to be associated with 
increased academic and social self-concept, after controlling for background variables and initial 
levels of self-concept  (Marsh,  1992a).  Marsh’s  research,  while  based  on  a  large  and  
representative sample of adolescents, used a single quantitative measure of total extracurricular 
activity participation. With such a measure, self-concept advantages associated with participation 
in specific types of extracurricular activities can not be identified. 
The developmental indicators associated with structured extracurricular activity 
participation have been found to vary depending on the type of activity in which an adolescent 
participates (Feldman & Matjasko, 2005). For example, participation in sports has been 
associated with increased school engagement and lower levels of depression (Fredericks & 
Eccles, 2005; Eccles & Barber, 1999), performing arts have been linked to lower alcohol use 
(Fredericks & Eccles, 2005), and participation in school clubs predicts later civic engagement 
(Fredericks & Eccles, 2006). Feldman & Matjasko (2007) have extended research in this area by 
investigating portfolios of extracurricular activity participation. Using the Adolescent Health 
data set, these researchers identified 26 possible combinations of activity participation. 
Adolescent’s  extracurricular  activity  participation  was  then  categorized into 6 mutually exclusive 
participation portfolios (Feldman & Matjasko, 2007).  Adolescent’s  were  coded  as  either  
participating in sports only, academics only, school only, performance only, multiple activity 
types, and non-participation (Feldman & Matjasko, 2007). Just under half their sample 
participated in multiple activity types (43.2%), with that combination profile, and the academic-
only profile, associated with significantly higher academic achievement than the other profiles of 
participation. Within the multiple activity type profile, the majority of the possible combinations 
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sports participation that occurs in conjunction with other kinds of activities. Participation in a 
combination of activity types appears to provide benefits above and beyond those related to 
participation in one activity type (Bartko & Eccles, 2003; Feldman & Matjasko). However, 
research is yet to explore whether different extracurricular activity portfolios are associated with 
specific dimensions of self-concept.  
Based on the research summarized, the current study investigated the relationship 
between four different extracurricular activity portfolios (no participation, activities-only, sports-
only, and mixed participation) and academic self-concept, social self-concept, and general self-
worth.  Given  Feldman  and  Matjasko’s  (2007)  recommendations,  our researched focused on 
categorizing activities based on whether they were a sport or not, in order to consider the unique 
versus combined roles of sport and non-sport activities. It was hypothesized that any form of 
extracurricular activity participation would be associated with higher academic and social self-
concept, and general self-worth, compared to no participation. Furthermore, it was hypothesized 
that adolescents classified into the mixed participation portfolio would have higher academic and 
social self-concepts, and general self-worth, compared to adolescents in the activities-only 
portfolio or the sports-only portfolio. As gender differences are common for self-worth and self-
concept (Harter, 1999), and different types of activity participation may hold different meaning 
for males and females, interactions of participation and gender were also investigated.    
 
Method 
Participants 
 Participants were drawn from 26 high schools, both government and non-government, 
selected to represent the four metropolitan school districts and five regional school districts 
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across Western Australia. The number and type of schools (government, non-government) 
selected within each district was determined by the high school student enrolment rates for each 
district. The sample consisted of 1489 adolescents (56% female), 919 in year 8 and 570 in year 
10. The mean age of the participants was 13.8 years (SD = 1.02 years) and ranged from 12 to 16 
years. Just over half the participants (51.5%) were drawn from non-government high schools, 
which is somewhat higher than the state average (41%, Australian Bureau of Statistics [ABS], 
2007). The other 48.5% of participants attended government high schools (State average is 59%, 
ABS, 2007). Indigenous students comprised 1.3% of the sample, lower than the national 
Indigenous high school student population (3.6%, ABS, 2007).      
Materials 
Extracurricular Activity Participation. Based on previous extracurricular activity 
research (Eccles & Barber, 1999; Feldman & Matjasko, 2007) and Australian pilot testing, 
participants were provided with a list of 30 sports (e.g., basketball, netball, swimming) and 24 
non-sport activities (e.g., band, school council, drama club), with space at the end of each list to 
add activities. Participants were asked to check off all structured/organized activities that they 
were involved in during the school year, outside of school hours.  An extracurricular activity 
portfolio variable containing four categories was created; adolescents who did not participate in 
any extracurricular activities were coded as no participation (9.3%); adolescents who only 
participated in non-sporting activities were coded as activities-only (8.3%); adolescents who only 
participated in sporting activities were coded as sports-only (38.4%); and adolescents who 
participated in at least one sport and one non-sport were coded as mixed participation (44%). 
 Academic and Social Self-Concept, General Self-Worth.  The correlations between each 
measure of self-concept and descriptive statistics for each scale are presented in Table 1. Items 
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within each scale started with the stem ‘How  true  is  this  statement  about  you?’  and  were  assessed  
on a 6 point Likert scale (1: False, not like me at all; 6: True, this describes me very well). Items 
were drawn and adapted from existing measures (Marsh, 1990a, 1990b, 1992b). Academic self-
concept  was  measured  with  3  items  including  “I  have  the  ability  to  be  good  at  most  school  
subjects  if  I  try.”  The  measure  of  social  self-concept  consisted  of  3  items,  including  “I  am  very  
good  at  making  friends.”  General  self-worth was measured with 4 items, including  “A  lot  of  
things about me are good. 
   
Table 1. Correlations between Self-Concept Scales and 
Descriptive Statistics (N=1474). 
 
 
 
 
 
 
 
 
 
 
** p < .01. 
 
 
 
 
 
Academic  
Self-
Concept 
Social  
Self-
Concept 
General  
Self-
Worth 
Academic Self-Concept - - - 
Social Self-Concept .46** - - 
General Self-Worth .70** .60** - 
Mean 4.79 4.67 4.54 
SD 0.91 0.96 0.90 
Alpha .79 .75 .82 
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Procedure 
 Informed parent and student consent was required to participate. Participants completed 
the measures as part of a larger research project, the Youth Activity Participation Study of 
Western Australia (YAPS-WA),  investigating  Australian  adolescents’  experiences  during  their  
leisure time. The entire questionnaire took approximately 40 minutes to complete, and according 
to each school’s  preference,  was  either  administered  via  laptop  computers  connected  to  a  
wireless intranet, or in an equivalent paper and pencil format. 
Results 
 A 2 (gender) by 4 (activity portfolio) ANOVA was conducted for academic self-concept, 
social self-concept, and general self-worth, with Bonferroni adjusted pairwise comparisons used 
to investigate significant main effects (see Table 2). 
   
Table 2. Means (and Standard Deviations) of Social and Academic Self-Concept, and General 
Self-Worth by Extracurricular Activity Portfolio (N = 1460). 
  
No  
Participation   
Activities 
 Only   
Sports  
Only   
Mixed 
Participation 
Academic Self-Concept 4.5 a  4.8 b, c  4.7 a, b  5.0 c 
 (1.10)  (0.95)  (0.89)  (0.82) 
Social Self-Concept 4.3 a  4.5 a, b   4.6 b   4.8c 
 (1.14)  (1.03)  (0.95)  (0.90) 
General Self-Worth 4.1 a  4.4 b  4.5 b  4.7 c 
 (0.98)  (0.91)  (0.90)  (0.85) 
             Note:  Means in the same row that do not share subscripts differ at p < .05. 
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Academic Self-Concept 
  A main effect of portfolio was found for academic self-concept (F(3,1448) = 16.57, p < 
.001). Pairwise comparisons revealed academic self-concept to be significantly higher for 
adolescents with mixed participation portfolios compared to those with sports-only and no 
participation portfolios. Academic self-concept was also significantly higher for adolescents 
with activities-only portfolios, compared to adolescents with no participation portfolios. Neither 
the main effect of gender (F(1,1448) = 0.02, p > .05), nor the interaction effect was significant 
(F(3,1448) = 0.74, p > .05).  
 Social Self-Concept 
     The activity portfolio main effect was also significant for social self-concept (F(3,1448) 
= 9.90, p < .001). Adolescents with mixed participation portfolios had a higher social self-
concept than adolescents with the three other portfolios. Social self-concept was also 
significantly higher for adolescents with sports-only portfolios, compared to adolescents with no 
participation portfolios. The main effect of gender was significant, with females having a higher 
social self-concept than males (Females, n = 817, M = 4.7, SD = 0.94; Males, n = 639, M = 4.4, 
SD = 0.99; F(1,1448) = 16.75, p < .001). The interaction was not significant (F(3,1448) = 2.59, p 
> .05).  
 General Self-Worth 
  A main effect of portfolio was also found for general self-worth (F(3,1452) = 19.79, p < 
.001). Adolescents with mixed participation portfolios had a significantly higher general self-
worth compared to adolescents with the three other portfolios. Adolescents with sports-only and 
activities-only portfolios had significantly higher general self-worth compared to adolescents 
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with no participation portfolios. No main effect of gender (F(1,1452) = 0.52, p > .05), or 
interaction effect were found (F(3,1452) = 1.35, p > .05). 
Discussion 
 The first hypothesis was generally supported and results were consistent with previous 
research, with extracurricular activity participation being associated with higher social and 
academic self-concepts, and general self-worth (Marsh, 1992a). In support of the second 
hypothesis, the mixed participation profile, representing just under half the sample, was 
associated with higher self-concepts, compared to the single activity type profiles. Although 
Bartko and Eccles (2003) and Feldman and Matjasko (2007) have previously identified more 
positive outcomes associated with mixed participation profiles, their studies did not focus on 
adolescent self-concepts. Our contribution to the activity portfolio literature is demonstrating that 
youth with a combination of activity types have higher social self-concepts and general self-
worth compared not only to those with no activities, but also to those who participate in only one 
type of activity.  
 The apparent benefit associated with a mixed participation profile over single activity 
type profiles may be explained by the experiences that occur during activity participation. Larson 
and colleagues (Larsen, Hansen & Moneta, 2006; Hansen, Larsen, & Dworkin, 2003) have 
identified a number of positive personal and interpersonal developmental experiences that occur 
during extracurricular activity participation, including opportunities to use initiative, enhance 
social capital, and explore identity. The type of experience, and degree to which the experiences 
occurred, varied depending on the type of activity in which the adolescent participated (Larsen, 
et al., 2006; Hansen, et al., 2003). For example, participation in sports and arts activities 
provided adolescents with greater initiative experiences, while participation in service activities, 
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such as volunteering, provided more teamwork and social capital experiences (Larsen, et al., 
2006). It may be the case that adolescents with a mixed participation profile are exposed to a 
greater variety of developmental experiences, which in turn help facilitate more positive self-
concepts.  
 The current study, like other cross-sectional research in this area, is limited by the 
possible confound of self selection. The positive outcomes associated with extracurricular 
activity participation, in this case self-concept, may be due to adolescents with more positive 
self-concepts choosing to participate in extracurricular activities, rather than extracurricular 
activity participation influencing self-concept. However, longitudinal research controlling for 
multiple personal characteristics indicates developmental outcomes are at least partially a 
product of extracurricular activity participation (Eccles & Barber, 1999; Marsh, 1992a). 
Therefore it is not unwarranted to suggest extracurricular activities provide a context that may be 
facilitative of positive self-concept. In fact, research investigating the developmental experiences 
that occur during extracurricular participation has found such participation to provide a variety of 
positive identity-related experiences (Hansen, et al., 2003; Larson, et al., 2006). Future research 
should investigate the relationship between extracurricular activity participation profiles and 
other dimensions of the self-concept, across a wider age range, allowing for a better 
understanding of the contribution activity participation may make to the development of a 
healthy self-concept across adolescence. As the development of social and academic competence 
is of paramount importance during adolescence, it is crucial to identify contexts that are 
facilitative of such competence. Interest in extracurricular participation has been growing 
because of its promise in this regard, and our results offer another window into the complexity of 
these connections. 
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PREFACE TO CHAPTER FOUR 
Study 1 established the link between participation in structured leisure activities 
and self-concept. The results showed that adolescents who participated in any type of 
structured leisure activity reported more positive social and academic self-concepts and 
general self-worth. The importance of the type of structured activity youth are involved in 
was also highlighted in Study 1, as more positive outcomes were found for youth involved 
in both a structured sport and a non-sport activity. The focus of Study 2 is to investigate 
whether participation in a specific unstructured leisure activity, social networking sites 
(SNS), is associated with adolescent self-worth. Study 2 investigates the conceptualised 
links that are represented by the shaded portion of the model in Figure 1b. 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1b. The conceptual model testing the impact of leisure time activities and 
experiences on adolescent self-concept, situated within the bioecological model of human 
development. Figure shading and bolding represent the portion of the model examined in 
Study 2. 
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Due to the relatively new nature of SNS as a leisure activity, minimal research 
exists regarding the outcomes associated with its use by adolescents. Research on 
university students has found high frequency of SNS use to be associated with low self-
esteem (Kalpidou, Costin, & Morris, 2011). Other research has found that a greater 
number  of  Facebook  friends  was  positively  associated  with  University  students’  well-
being (Kim & Lee, 2011). Though the preponderance of research to date has been based 
on university samples, a study by Valkenburg, Schouten, and Peter (2006) of a high school 
sample  found  that  SNS  use  was  associated  with  adolescents’  social  self-esteem and well-
being, suggesting that a link between adolescent involvement in SNS and self-worth is 
plausible. Due to the nature of this leisure activity, inclusion of the exact self-concept 
measures utilised in Study 1 is not appropriate. For example, theoretical support does not 
exist to suggest that a relationship between SNS use and academic self-concept shoul be 
present. Indicators are included in Study 2 that are considered theoretically likely to be 
associated with adolescent SNS use, specifically social self-concept, self-esteem, and 
depressed mood (an indicator of well-being).  
The initial focus of Study 2 is to investigate whether differences in social self-
concept, self-esteem, and depressed mood exist for youth who use SNS compared to youth 
who do not use SNS. The second focus of Study 2 is to investigate whether the way in 
which youth use their SNS is associated with differences in the indicators of interest. 
Specifically, Study 2 examines whether or not frequency of SNS use and investment in 
SNSs predict social self-concept, self-esteem, and depressed mood.       
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Abstract 
Adolescents spend a substantial amount of time using Social Networking Sites; however little is 
known regarding whether such use is associated with indicators of adjustment. The present study 
employed a multidimensional measure of social networking site use to investigate the link 
between Australian adolescent social networking site use and indicators of adjustment. Youth (N 
= 1,819, 55% Female) from 34 diverse high schools across Western Australia were surveyed. 
The results showed that frequency of social networking site use was linked to higher social self-
concept, while investment in social networking sites was associated with lower self-esteem and 
higher depressed mood. Furthermore, having a social networking site was linked to more 
negative indicators for female adolescents compared to male adolescents; though the link 
between frequency of use and investment in social networking sites to indicators of adjustment 
was not moderated by gender. The present study highlights the complexity of the relationship 
between adolescent social networking site use and indicators of adjustment, and offers insight 
into the diverse types of adolescent use of social networking sites.  
 
 
 
 
Keywords. Adolescence, Facebook, Gender Differences, Social Self-Concept, Self-Esteem, 
Depressed Mood, Social Networking Sites, Youth. 
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Social Networking  Site  Use:  Linked  to  Adolescents’  Social  Self-Concept, Self-Esteem and 
Depressed Mood. 
Adolescents’  use  of  social  networking  sites,  such  as  Facebook,  has  dramatically  increased  
in the last few years. Boyd and Ellison (2008) have defined social networking  sites  as  “web-
based services that allow individuals to (1) construct a public or semi-public profile within a 
bounded system, (2) articulate a list of other users with whom they share a connection, and (3) 
view and traverse their list of connections and  those  made  by  others  within  the  system”  (p.  211).  
In Australia 80% of 12-13 year olds and 96% of 14-17 year olds report using SNSs (Australian 
Communications and Media Authority [ACMA] 2009). In addition to the widespread adoption of 
social networking sites as a leisure activity, the use of these sites has quickly become a daily 
activity  for  many  adolescents.  For  example,  in  Lenhart  and  Madden’s  (2007)  research  just  under  
half of the 12-17 year olds visited their profile on a daily basis, with 22% visiting several times a 
day. Other research has focused on the time adolescents spend using their social networking site 
each day. In one study, youth spent an average of 33 minutes per day using their social 
networking site, with this increasing to 54 minutes per day a year later (Steinfield, Ellison, & 
Lampe, 2008). Despite the popular notion that youth use online communication tools such as 
social  networking  sites  to  make  new  ‘online’  friends,  research  in  both  the  US  and  Australia  
shows that adolescents use the sites primarily to stay in contact with existing friends (ACMA, 
2009; Lenhart & Madden 2007; Pempek, Yermolayeva, & Calvert, 2009). In the Australian 
study, the majority of youth indicated that they used their SNSs to stay in contact with friends 
they knew in person, with only 17% indicating that making new friends was the purpose of their 
SNS use (ACMA, 2009). In US data, this appears to vary by gender, with male youth more likely 
to use their SNS to make new friends than female youth (Lenhart & Madden, 2007). A number 
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of other gender differences in how adolescents use their SNSs have been identified. For example, 
male youth report using SNSs more often to flirt than female youth, while female adolescents 
report using the sites to stay in contact with friends they rarely see in person at a greater rate than 
their male peers (Lenhart & Madden, 2007).  
SNSs as contexts for social comparison and peer feedback 
Though numerous online messaging services existed prior to the advent of social 
networking sites, these sites have facilitated a more complex level of online communication, 
resulting in a new and unique context for youth to engage in social comparison and receive peer 
feedback. In addition to communicating with friends via the instant messaging function, posting 
on walls, and commenting on photos, social networking sites provide a forum for youth to 
receive feedback, interact with peers, practice social skills, and observe others (Boyd & Ellison 
2008).  These  sites  allow  youth  to  present  a  kind  of  ‘social resume’,  a  display  of  who  they  are  and  
what they care about, by joining interest groups, listing personal information such as likes and 
dislikes and displaying photos. Indeed, focus group research suggests that youth use social 
networking sites to explore their identities and to display the aspects of themselves of which they 
are most proud (Manago, Graham, Greenfield, & Salimkhan 2008). However at the same point in 
time that youth are presenting their most positive self-presentations, so are their network of 
online  ‘friends’.  This  repetitive  exposure  to  the  positive  self-presentations  of  their  ‘friends’,  
ranging from photos of their peers engaged in socially desirable activities (i.e., at parties, on 
holidays) to reading about their friends positive life events  through  ‘status  updates’  is  likely  to  
result in an increased degree of social comparison. For example, Chou and Edge (2012) found 
that greater time spent on Facebook was positively associated with having the perception that 
other people are happier and have better lives. In addition to an increased frequency of social 
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comparisons, SNSs also result in more frequent peer feedback. When presenting information on 
their SNS profiles, youth are provided with feedback from their peers, ranging from comments 
on  photos  to  users  indicating  their  ‘like’  of  a  particular  comment  or  action.  Not  only  is  this  
feedback coming at a faster rate, but adolescents receive feedback to behaviours or events from a 
far greater number of people than would ever occur in offline interactions. Research indicates 
that youth actively seek this feedback. In a study by Valkenburg, Schouten, and Peter (2005) 
adolescents indicated that one of the primary motives for using the internet to explore their 
identities was to gain knowledge about themselves through feedback from others. As social 
comparison  and  peer  feedback  are  integral  to  adolescents’  self-evaluations (Harter, 1999), it is 
theoretically plausible that the increased frequency with which these are likely to occur as a 
result of involvement in SNSs could underlie possible associations between SNS use and social 
self-concept, self-esteem and depressed mood.  
SNS use and indicators of adjustment 
Research has begun to focus on the relationship between SNS use and indicators of 
adjustment; however the findings appear to vary depending upon the manner in which SNS use 
is operationalised. In one study, high frequency of use of SNSs was found to be associated with 
low self-esteem for University students (Kalpidou, Costin, & Morris, 2011). Other research has 
found that greater numbers of Facebook friends was positively associated with University 
students’  well-being (Kim & Lee, 2011). What is consistent, however, is that the majority of the 
research in this area has utilised University student samples, with less research investigating how 
SNS use is linked to indicators of adjustment for high school students. Some exceptions are 
Valkenburg,  Peter,  and  Shouten’s  study  (2006) that found that SNS use was associated with 
adolescents’  social  self-esteem and well-being. The study found that receiving positive feedback 
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on  SNS  profiles  (78%  of  participants)  was  associated  with  adolescents’  higher  social  self-
concept, while negative feedback (7% of participants) was associated with a lower social self-
concept, for both male and female adolescents (Valkenburg et al., 2006). Furthermore, social 
networking sites may be utilised as a form of social compensation for those youth who are 
feeling disconnected from their peer group (Barker, 2009; Bonetti, Campbell, & Gilmore, 2010). 
In  Barker’s  research  this  varied  across  gender,  with  male  adolescents  reporting  using  SNSs  as  
social compensation even when they did not report feeling disconnected from their peer group. 
Therefore, it appears that for male adolescents SNSs may provide a level of social interaction 
that is not present in their face-to-face peer relationships. Previous studies have also shown that 
those youth who find face-to-face communication difficult are more likely to develop online 
relationships (Ward & Tracey, 2004; Wolak, Mitchell, & Finkelhor, 2003). However, research 
also suggests that while socially isolated youth may use SNSs more often than their peers 
(Bonetti et al., 2010), interactions on SNSs are not perceived by youth to be as useful as face-to-
face communication (Schiffrin, Edelman, Falkenstern, & Stewart, 2010). Clearly social 
networking sites are having an impact on youth; however, despite the widespread use of SNSs by 
youth,  research  is  yet  to  investigate  how  adolescents’  use  of  SNSs may be linked to indicators of 
adjustment, with the present study addressing this gap.  
Investment in SNSs. 
Currently the majority of research in this area, including some of the aforementioned 
studies, has investigated SNS use in terms of how much time youth spend using their sites, or 
how frequently they visit their profiles. While this is an important measure of SNS use, and is 
also employed in the present research, we suggest a multidimensional approach to the study of 
SNS use. It is imperative that research differentiate between the frequency with which an 
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adolescent accesses their SNS and the degree to which an adolescent is invested in their SNS. 
For example, take two adolescents, one is highly invested in their SNS and the other is not, 
however both access their profile multiple times per day. Should the two adolescents lose access 
to their SNS for a period of time, the adolescent who is highly invested in their SNS, who 
strongly  endorses  statements  such  as  “SNSs  are  part  of  my  daily  routine”,  would  report feeling 
‘out  of  touch’,  whereas  the  adolescent  with  little  investment  in  their  SNS  (despite  a  high  
frequency of use) would report little concern regarding their lack of access to their SNS. SNS 
investment could be considered a measure of how important SNSs are to an adolescent, whereas 
SNS frequency is simply a measure of how often an adolescent uses their SNSs. Adolescents 
who are highly invested in their SNS may place a greater importance on the frequency of 
interactions that they have on their SNS.  Therefore such youth may avidly seek peer feedback, 
and  may  be  acutely  aware  of  any  ‘lack’  of  feedback  and  internalize  this  as  a  fault.  Furthermore,  
such youth may be particularly vulnerable to the intensified social comparison that SNSs have 
facilitated (Manago et al., 2008) and thus engage in more frequent and concentrated comparisons 
between themselves and their peers, which may result in poorer self-perceptions. Those 
adolescents who place a lot of importance on their SNSs, i.e. the youth who strongly endorse 
feeling  ‘out  of  touch’  when  they  haven’t  accessed  their  SNSs,  may  be  the  youth  who  most  need  
guidance when using these sites. Therefore the present study extends our understanding of 
individual differences in adolescent SNS use by incorporating an investigation of youth 
investment in SNSs and how it may be associated with indicators of adjustment.  
The present study.  
 
The aim of this research was to investigate whether there was a relationship between 
adolescents’  use  of  social  networking  sites  and their social self-concept, self-esteem, and 
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depressed mood. We posed three research questions: Does social networking site use vary by 
gender? Are there differences in social self-concept, self-esteem, and depressed mood for youth 
who have a SNS profile compared to youth who do not have a profile? And, does frequency of 
SNS use and investment in SNSs, predict social self-concept, self-esteem, and depressed mood? 
As self-concept is defined as a collection of knowledge structures about the self (Harter, 1999), 
and social networking sites facilitate identity exploration and reflection (Blomfield Neira & 
Barber, 2012) we hypothesized that youth with a SNS will have a more positive social self-
concept than youth without a SNS, and that greater frequency of SNS use will be associated with 
a more positive social self-concept. As we have theorised that SNS investment will likely result 
in a greater degree of negative social comparison, we hypothesized that SNS investment will be 
negatively associated with social self-concept and self-esteem, and positively associated with 
depressed mood.  
Method 
Participants and procedure. 
The sample consisted of a total of 1,819 students (55% female) in Year Nine (64%) and 
Year Eleven (36%) drawn from adolescents who took part in the Youth Activity Participation 
Study of Western Australia (YAPS-WA),  a  study  investigating  Australian  adolescents’  
experiences during their leisure time. The mean age of participants was 14.6 years (SD = 1.05 
years, range 13-17 years). The ethnicity of the sample was 83.4% Caucasian, 7.2% Asian, 1.5 % 
African and 1.3% Aboriginal and Torres Strait Islander; the remaining participants (6.6%) were 
drawn from various ethnic groups. Participants were recruited from 34 high schools (19 
government, n = 835; 15 non-government, n = 981), selected to represent the four metropolitan 
school districts (schools n = 22, participants n = 1231) and five of the regional school districts 
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(schools n = 12, participants n = 585) across Western Australia. The number and type of schools 
(government, non-government) selected within each district was determined by the high school 
student enrolment rates for each district. Ethical approval was obtained from the university 
Human Research Ethics Committee, the Education Department, and the Catholic Education 
Office. The entire questionnaire took approximately 40 minutes to complete, and according to 
each  school’s  preference,  was  either  administered  via  laptop  computers  connected  to  a  wireless  
intranet, or in an equivalent paper and pencil format. 
Measures. 
 In addition to demographic questions, participants responded to items concerning their 
use of SNSs, frequency of SNS activities and SNS investment. Participants also responded to 
three indicators of adjustment: Social self-concept, self-esteem, and depressed mood.  
SNS use. 
 Participants  were  first  presented  with  the  question  “Have  you  ever  created  your  own  
profile online that others can see, like on a social networking site like Facebook, Bebo or 
MySpace?”  (SNS profile: 0 = no; 1 = yes). If participants responded yes, a series of questions 
were presented concerning their SNS use. Participants were asked whether their SNS profile was 
set to public or private, if any of the personal information (e.g., age, interests, etc.) on their SNS 
profile was not true, and if they had ever deleted a friend from their SNS (participants were told 
not  to  include  ‘Tom’  the  automatically  included  ‘friend’  on  MySpace). 
SNS frequency. 
This  construct  was  measured  with  7  items  (Cronbach’s  α  =  .82),  with  each  item assessed 
on a 7-option scale (0: never, 1: less than once a month, 2: every few weeks, 3: 1-2 days a week, 
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4: 3-5 days a week, 5: about once a day, 6: several times a day). Five of the items in the SNS 
frequency scale were drawn and adapted from Lenhart  and  Madden  (2007):  “About  how  often  do  
you  visit  Facebook/MySpace/Bebo,  etc.?”  How  often  do  you  use  Facebook/MySpace/Bebo,  etc.  
to:  “Make  new  friends?”  “Stay  in  touch  with  friends  you  rarely  see  in  person?”  “Make  plans  with  
your  friends?”  “Flirt  with  someone?”  The  other  two  items  were  created  for  the  current  study:  
“How  often  do  you  change  your  profile  (e.g.,  change  status,  change  personal  information,  add  
photos)?”  and  “How  often  do  you  usually  communicate  online  with  friends  you  met  on  the  
internet, who  you  didn’t  know  from  before?”   
SNS investment. 
This  construct  was  measured  with  two  items  (Cronbach’s  α  =  .80) on a 5-point Likert 
scale (1: completely disagree, 5: completely agree):  “Facebook/MySpace/Bebo  has  become  part  
of  my  daily  routine”  and  “I  feel  out  of  touch  when  I  haven’t  logged  onto  
Facebook/Myspace/Bebo.”  These items were drawn and adapted from Ellison, Steinfield, and 
Lampe’s  (2007)  Facebook  Intensity  scale.  Ellison  and  colleagues  entire  scale  was  not  utilised  as  
in the authors opinion the scale consists of items which appear to focus on both the amount a 
person uses Facebook, as well as the amount they are invested in Facebook. In the authors 
opinion these two constructs, labelled SNS frequency and SNS investment in the present study, 
are uniquely different constructs and should therefore be measured separately in order to 
determine whether they function differently in relation to possible links with indicators of 
adjustment (the focus of this study). Ellison and colleagues scale consists of 8 items, 3 of which 
measure usage of Facebook and were therefore not deemed necessary as the authors preferred to 
use  Lenhart  and  Madden’s  more  comprehensive  scale  of  SNS  use.  Of  the  remaining  5  items,  
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only the 2 items selected and discussed above, were considered to measure the construct of 
interest; SNS investment.  
Indicators of adjustment 
 Social self-concept. The measure of social self-concept  started  with  the  stem  ‘How  true  is  
this  statement  about  you?”  and  consisted  of  3  items  (e.g.,  “I  am  very  good  at  making  friends”)  
assessed on a 6-point Likert scale (1: False, not like me at all; 6: True, this describes me very 
well). Items in the social self-concept scale were drawn and adapted from existing measures 
(Marsh, 1992a, 1992b, 1992c), and the scale has been utilized in our previous work (Blomfield 
& Barber,  2009,  2011).  Both  this  research  and  the  current  study  (Cronbach’s  α  =  .75)  have  found  
the scale to have good reliability. 
Self-esteem. The measure of self-esteem  started  with  the  stem  “How  often  do  you?”  and  
consisted  of  3  items  (“feel  good  about  yourself?”,  “feel  satisfied  with  who  you  are?”,  “feel  sure  
about  yourself”)  assessed  on  a  6-point Likert scale (1: Never; 6: Daily). The self-esteem scale has 
been used extensively in previous research (Barber, 2006; Barber, Eccles, & Stone, 2001; 
Modecki, Barber, & Vernon, 2013). Both this research and the current study (Cronbach’s  α  =  
.87) have found the scale to have good reliability. 
  Depressed mood.  The  measure  of  depressed  mood  started  with  the  stem  “How  often  do  
you?”  and  consisted  of  4  items  (‘‘lose  your  appetite  or  eat  a  lot  when  you  get  upset’’,  ‘‘feel  that  
difficulties  are  piling  up  so  high  that  you  can’t  overcome  them’’,  ‘‘feel  unhappy  or  depressed’’,  
and  ‘‘feel  there  is  nothing  nice  you  can  look  forward  to’’) assessed on a 6-point Likert scale (1: 
Never; 6: Daily). The depressed mood scale has been used extensively in previous research 
(Barber, 2006; Barber et al., 2001; Modecki et al., 2013). Both this research and the current study 
(Cronbach’s  α  =  .76)  have found the scale to have good reliability. 
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Results 
Does social networking site use vary by gender? 
 Just over two-thirds of adolescents (72%) reported having a profile on a social 
networking site (SNS). More females (76%) than males (67%) reported having a SNS profile (X 
2 (1, 1787) = 21.16, p < .001). The majority of adolescents who reported having a SNS had their 
profile set to private (66%); however, this differed by gender, with males more likely (46%) than 
females (25%) to have a public profile (X 2 (1, 1286) = 57.25, p < .001). A quarter of 
respondents said that they had information on their profile that was not true, and more males 
(33%) than females (18%) reported having untrue information on their profile (X 2 (1, 1286) = 
39.30, p < .001). Half of adolescents reported having deleted a friend from their profile, and this 
did not differ significantly by gender (males = 49%; females = 54%). 
A series of independent samples t-tests were conducted, using an adjusted alpha level of 
.01, to investigate whether the frequency of each SNS activity differed by gender (see Table 1). 
Females made changes to their SNS profile (t (1217) = 2.80, p = .005, d = .17) and used their 
SNS to stay in touch with friends they rarely saw in person (t (1216) = 2.85, p = .004, d = .16) 
significantly more often than males. Males used their SNS to flirt with someone (t (1213) = -
7.22, p < .001, d = .42) more often than females. SNS frequency (the composite scale of these 
items) did not differ significantly by gender. A gender difference was also found for SNS  
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Table 1. Frequency of SNS use for specific activities across gender. 
 
 
 
 
 
 
 
 
 
 
 
 
Note: **p  <  .01,  ***p  <  .001. 
 
investment, with females reporting being more invested in their SNS (M = 2.47, SD = 1.20) than 
males (M = 2.28, SD = 1.17; t (1214) = 2.79, p = .005, d = .16).                                                     
Pearson’s  correlations  were  conducted  for  each  of  the  SNS  use  measures  and  the  three  
indicators of adjustment (see Table 2). Having a SNS profile, SNS frequency, and SNS 
investment, were all significantly positively correlated with social self-concept. There was a 
significant negative relationship between SNS investment and self-esteem, and a significant 
positive relationship between SNS investment and depressed mood. SNS profile and SNS 
frequency were also significantly positively correlated with depressed mood. SNS frequency and 
SNS investment were positively correlated.                                                      
SNS Activity performed Females 
M (SD) 
Males 
M (SD) 
Visit your profile 3.78 (1.50) 3.62 (1.59) 
Change your profile 2.19** (1.31) 1.97 (1.34) 
Make new friends on your profile 1.94 (1.69) 1.95 (1.76) 
Make plans with your friends 2.32 (1.72) 2.19 (1.76) 
Flirt with someone 1.24 (1.71) 2.03*** (2.13) 
Stay in touch with friends you rarely see in person 2.91** (1.52) 2.65 (1.69) 
 Communicate  with friends you met on the internet 1.51 (1.60) 1.74 (1.75) 
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Table 2. Correlations and descriptive statistics for each measure. 
Note: **p  <  .01. SNS profilea (no=0; yes=1). Genderb (females=0; males=1). 
 
Are there differences in social self-concept, self-esteem, and depressed mood for youth who have 
a SNS profile compared to youth who do not have a profile? 
In order to investigate the relationship between having a SNS profile and the indicators of 
adjustment, and explore whether this relationship differed for male and female adolescents, 2 
(gender) by 2 (SNS profile) ANOVAs were conducted for social self-concept, self-esteem, and 
depressed mood (see Table 3). A main effect of SNS profile was found for social self-concept (F 
(1, 1746) = 12.32, p < .001, d = .19) Adolescents who reported having a SNS profile had a 
significantly higher social self-concept than adolescents without a profile. There was a 
Variables 1 2 3 4 5 6 
       
1.   Social self-concept -      
2.   Self-esteem .53** -     
3.   Depressed mood -.24** -.37** -    
4.   SNS profilea  .09** -.04 .10** -   
5.   SNS frequency .18** -.03 -.09** - -  
6.   SNS investment .08** -.11** .22** - .62** - 
7.   Genderb  -.04 .15** -.15** -.11** .02 .08** 
Mean 4.58 4.26 2.52 - 2.29 2.41 
Standard Deviation 1.00 1.11 1.04 - 1.15 1.20 
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Table 3. Social self-concept, self-esteem, and depressed mood by SNS profile and gender. 
  No SNS profile 
M (SD) 
Yes SNS profile 
M (SD) 
Social self-concept Females 4.56 (0.99) 4.63 (0.98) 
Males 4.33 (1.09) 4.64*** (0.96) 
Total 4.44 (1.05) 4.63*** (0.97) 
    
Self-esteem Females 4.29** (1.06) 4.06 (1.12) 
Males 4.38 (1.13) 4.49 (1.07) 
Total 4.33 (1.10) 4.24 (1.12) 
    
    
Depressed Mood Females 2.37 (.97) 2.76*** (1.03) 
 Males 2.36 (1.01) 2.35 (1.04) 
 Total 2.36 (.99) 2.59*** (1.05) 
Note:  **p  <  .01.  ***p  <  .001. 
 
significant gender difference in social self-concept, with females (M = 4.61, SD = 0.98) having a 
higher social self-concept than males (M = 4.53, SD = 1.02; F (1, 1746) = 4.28, p = .04, d=.08). 
The interaction between SNS profile and gender was significant for social self-concept (F (1, 
1746) = 5.23, p = .02). This interaction was explored with one-way ANOVAs for each gender; 
males with an SNS profile had a significantly higher social self-concept than males without a 
SNS profile (F (1, 781) = 16.49, p < .001, d = .31). There was no significant difference in social 
self-concept between females with and without a SNS profile.    
There was no main effect of SNS profile for self-esteem. A main effect of gender was 
found with males (M = 4.45, SD = 1.09) having higher self-esteem than females (M = 4.12, SD = 
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1.11; F (1, 1748) = 19.62, p < .001, d = .30). The interaction between SNS profile and gender 
was significant for self-esteem (F (1, 1748) = 8.21, p = .004). One-way ANOVAs revealed that 
females who had an SNS profile had significantly lower self-esteem compared to females who 
did not have an SNS profile (F (1, 965) = 6.94, p = .009, d = .21). There was no significant 
difference in self-esteem between males with and without an SNS profile. 
A main effect of SNS profile was found for depressed mood (F (1, 1748) = 12.60, p < 
.001, d = .22). Depressed mood was significantly higher for adolescents who had a SNS profile 
compared to adolescents who did not have a SNS profile. The main effect of gender was 
significant for depressed mood, with females (M = 2.67, SD = 1.03) having higher levels of 
depressed mood than males (M = 2.36, SD = 1.04; F (1, 1758) = 20.52, p < .001, d = .31). The 
interaction between SNS profile and gender was significant for depressed mood (F (1, 1758) = 
12.65, p < .001). Females with a SNS profile had higher levels of depressed mood than females 
without a SNS profile (F (1, 973) = 28.57, p < .001, d = .38). There was no significant difference 
in depressed mood between males with and without a SNS profile.  
Does frequency of SNS use, and investment in SNSs, predict social self-concept, self-esteem, and 
depressed mood? 
 Hierarchical regression analyses were conducted in three steps to test whether SNS 
frequency of use and SNS investment uniquely predicted social self-concept, self-esteem, and 
depressed mood. Gender was entered at step 1 of each regression model. At step 2 SNS 
frequency and SNS investment were entered simultaneously. In order to explore the possible 
moderating role of gender, the interactions between SNS frequency and gender and SNS 
investment and gender were entered at step 3 (2 two-way interactions in each model). The 
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interaction terms were created by multiplying gender with SNS frequency and gender with SNS 
investment (after the SNS measures were standardized). The main effects reported below were 
derived from the step on which the variable was entered.  
The results of the regression analyses predicting social self-concept, self-esteem and 
depressed mood from SNS frequency and SNS investment are presented in Table 4. SNS 
frequency was a significant positive predictor of social self-concept. Higher frequency of SNS 
use predicted greater social self-concept. There was no significant link between SNS investment 
and social self-concept. SNS frequency did not significantly predict self-esteem; however SNS 
investment was a significant negative predictor of self-esteem. The more adolescents were 
invested in their SNS, the lower their self-esteem. There was no significant link between SNS 
frequency and depressed mood. SNS investment was a significant positive predictor of 
depressed mood. Higher investment in SNS predicted higher levels of depressed mood. None of 
the interaction terms were significant predictors.  
Discussion 
This study had three core findings. First, the association between having a SNS and 
indicators of adjustment differs for male and female youth. It appears from the present results 
that SNS use may have negative aspects for female youth while being a positive leisure activity 
for male youth. The current study found that male youth with a SNS profile had a significantly 
higher social self-concept, and although this is not statistically significant, males also reported 
higher self-esteem than did males without a SNS profile. This result supported our hypothesis 
that SNS use would be associated with a more positive social self-concept, albeit the link was 
only  for  male  youth.  Consistent  with  Barker’s  finding  (2009)  that  male  youth  seek  social
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Table 4. Hierarchical regressions predicting social self-concept, self-esteem, and depressed mood from SNS frequency and  
SNS investment. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note: *p  <  .05; ***p  <  .001. Genderb (females=0; males=1). 
 Social self-concept  Self-esteem   Depressed mood 
Variable B SE B β  B SE B β   B SE B β 
Step 1             
Genderb .01 .06 .01  .41 .06 .18***   -.41 .06 -.19*** 
R2   .00    .04     .04 
ΔR2   .00    .04***     .04*** 
Step 2             
Genderb -.01 .06 -.01  .41 .06 .18***   -.37 .06 -.17*** 
SNS Frequency .17 .03 .21***  .05 .04 .05   -.04 .03 -.05 
SNS Investment -.04 .03 -.05  -.12 .03 -.13***   .24 .03 .26*** 
R2   .03    .05     .09 
ΔR2   .03***    .01***     .05*** 
Step 3             
Genderb -.01 .06 -.01  .40 .06 .18***   -.36 .06 -.17*** 
SNS Frequency .13 .04 .16***  -.01 .05 -.01   -.06 .04 -.07 
SNS Investment -.01 .04 -.01  -.10 .04 -.11*   .22 .04 .24*** 
SNS frequency x Gender .09 .06 .07  .11 .07 .08   -.01 .07 -.01 
SNS investment x Gender -.10 .06 -.07  -.04 .07 -.03   .03 .06 .02 
R2   .03    .05     .09 
ΔR2   .002    .002     .00 
       
connection through SNS use, our results suggest that male youth may see social networking 
sites as a place in which to practice and refine their social skills and competencies and thus 
feel more socially competent. In contrast, female youth who had a SNS profile reported 
significantly higher levels of depressed mood, and lower self-esteem, than female youth 
without a SNS profile. Previous research has indicated that female youth use the internet to 
seek feedback about themselves from others (Valkenburg et al. 2005), and as the tone of 
feedback has been linked to self-evaluations (Valkenburg et al. 2006) it is possible that 
female youth perceive some of the feedback they receive to be negative, which has 
subsequently influenced their indicators of adjustment.  
The second core finding, supporting our hypothesis, suggests that frequency of SNS 
use was a positive predictor of social self-concept. As the primary purpose of social 
networking sites is to facilitate interactions among users, youth who use their SNSs regularly 
will have a greater opportunity to engage in interactions with their peers than youth who use 
their site less often. In Valkenburg  and  colleagues’  (2006)  study,  the  more  often  a  youth  used  
their SNS, the greater the frequency of reactions they had on their profile. Therefore SNSs 
may be providing youth with more opportunities to practice social skills, which in turn may 
help them feel more socially capable.  
The third core finding of the study indicates that investment in SNSs is linked to 
poorer indicators of adjustment for youth. As hypothesized, investment in SNSs was found to 
predict lower self-esteem and higher depressed mood. As with many environments in a 
youth’s  life,  SNSs  are  frequently  used  for  social  comparison  (Manago  et  al.  2008).  Steinfield  
and  colleagues  (2008)  suggest  that  SNSs  facilitate  ‘social  surveillance’  allowing  users  to  
observe the activities of a vast array  of  ‘friends’.  However,  as  SNSs  act  as  a  type  of  ‘social  
resume’,  where  youth  display  the  features  of  themselves  with  which  they  are  most  satisfied  
(Manago  et  al.  2008),  it  may  appear  to  the  adolescent  observer  that  their  SNS  ‘friends’  are  
101 
 
engaged in a much more exciting life than themselves. Although it is expected that all youth 
make comparisons between themselves and their SNS friends (in addition to their face-to-
face friends), it may be the case that those youth who become highly invested in their SNSs 
are  less  able  to  discern  between  the  ‘social  resume’  their  SNS  friends  present  and  the  actual  
reality  of  these  ‘friends’  day-to-day lives. Thus such youth would be using unrealistic and 
inflated comparisons when evaluating themselves, which may explain in part why investment 
in SNSs is linked poorer self-esteem and higher depressed mood.  
Interestingly, gender differences were only present in the analyses comparing SNS 
‘users’  to  ‘nonusers’,  gender  did  not  moderate  the  relationship  between  frequency  of  SNS use 
and investment in SNS and indicators of adjustment. Although the pattern of results were 
similar across the analyses, the second set of analyses focused solely on youth with a social 
networking site, investigating specific measures of SNS use. It appears that the strength of the 
relationship between frequency of SNS use, and investment in SNS use, and the indicators of 
adjustment, is robust to the initial gender differences found.   
However the findings of the current study need to be interpreted in the context of 
certain methodological limitations. Due to the cross-sectional nature of the data, having been 
collected at one time point; it is not possible to determine causality. Therefore it may be just 
as plausible that youth who have lower self-esteem and greater depressed mood become more 
invested in their SNSs than their peers. This methodological limitation can be addressed 
through future longitudinal research in order to determine the direction of the effects. 
However, it is likely that it is not simply a case of a unidirectional relationship, but is rather 
more likely that a complex bidirectional relationship is present. Furthermore, though we have 
highlighted the need to conceptually separate the constructs of SNS frequency and SNS 
investment, these measures do overlap and the current findings require replication; our 
measure of SNS investment needs further development to adequately capture this 
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phenomenon. Finally, an investigation of the possible constructs that mediate the link 
between SNS use and indicators of adjustment is needed. Though we have suggested 
theoretically that social comparison and peer feedback may underlie this relationship, we 
were not able to specifically test this proposed association. A better understanding of possible 
causal mechanisms could provide guidance to practitioners on possible areas to intervene 
when adolescent SNS use appears problematic.          
The present study has made two important contributions to this research area. First, it 
showed that a differentiation between adolescent frequency of SNS use and investment in 
SNSs is imperative in order to accurately understand, and thus make correct 
recommendations, regarding how SNS use relates to indicators of adjustment. Despite 
popular concerns, using SNSs regularly was not associated with any negative effects; rather 
such use was only linked to positive outcomes. Instead of focusing on how often youth are 
using SNSs, much closer attention should be paid to the degree to which adolescents are 
invested in their SNSs, as this is where problems with SNS use may arise. In addition, the 
second important contribution of the study is the insight that the gender of the youth SNS 
user appears to be an important factor when trying to understand how SNS use may influence 
youth. Our results indicated that female users of SNSs had consistently poorer self-esteem 
and a more depressed mood than female nonusers. Clearly more research in this field is 
required before any recommendations should be made regarding adolescent use of SNSs, 
however it is important to note that such research is particularly challenging given the speed 
at which technology (and subsequent adolescent behaviour) changes. Nevertheless, the 
current findings suggest that SNS investment and gender differences are the key areas to 
target in future discussion and research on this topic.     
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PREFACE TO CHAPTER FIVE 
 
The results of Study 2 provided support for the proposed relationship between 
adolescent participation in the unstructured leisure activity social networking sites (SNS) 
and self-worth. This association was found to be moderated by gender; specifically, male 
youth who used SNS reported more positive social self-concept than did male youth who 
did not use SNS. Additionally, female SNS users had poorer self-esteem and higher levels 
of depressed mood than females who did not use SNS. It is possible that female youth 
engage in a greater degree of social comparison via SNS which subsequently results in 
poorer outcomes. The findings from Study 2 also suggest that the way in which youth use 
their SNS is important. Frequency of social networking site use was linked to higher social 
self-concept, while investment in social networking sites was associated with lower self-
esteem and higher depressed mood, for both male and female youth. The finding of a 
distinction between frequency of use and investment in SNS was a considerable strength of 
Study 2. Previous research on SNS use has combined these two constructs into one measure 
of SNS use (Ellison, Steinfield, & Lampe, 2007), with the findings of Study 2 highlighting 
the importance of separating these constructs.  
Study 1 and Study 2 established the link between adolescent involvement in leisure 
activities (structured and unstructured) and self-concept. With this link established, the 
focus of the thesis now turns to understanding possible reasons why involvement in leisure 
activities is associated to self-concept. Leisure activities have been shown to provide youth 
with a range of developmental experiences (Hansen, Larson, & Dworkin, 2003; Larson, 
Hansen, & Moneta, 2006), however less research has compared the degree to which these 
experiences vary across different structured and unstructured leisure activities. Study 3 
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concurrently examines these leisure contexts through a within-person comparison of the 
experiences adolescents report during their participation in these activities. Specifically, 
Study 3 investigated differences in the degree to which different adolescent leisure 
activities (sports, non-sport activities, and social networking site use) provide 
developmental experiences associated with identity development and positive peer 
interactions. No prior research has investigated the experiences that may occur during 
adolescents’  involvement  in  the  relatively  new  unstructured  leisure  activity  of  social  
networking sites; thus this is a considerable strength of Study 3. The conceptualised links 
that are investigated in Study 3 are represented by the shaded portion of the model in Figure 
1c. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1c. The conceptual model testing the impact of leisure time activities and experiences 
on adolescent self-concept, situated within the bioecological model of human development. 
Figure shading and bolding represent the portion of the model examined in Study 3. 
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CHAPTER FIVE 
STUDY 3: EXPLORING THE POSITIVE PEER AND IDENTITY EXPERIENCES 
OCCURING  IN  AUSTRALIAN  ADOLESCENTS’  LEISURE  ACTIVITIES’ 
 
 
Study 3 has undergone peer review and has been published in the Australian Educational 
and Developmental Psychologist. 
 
 
Blomfield Neira, C. J. & Barber, B. L. (2012). Exploring the positive peer and identity 
experiences  occurring  in  Australian  adolescents’  leisure  activities'. Australian Educational 
and Developmental Psychologist, 29, 44-51.
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Abstract 
This study compared the degree to which social networking sites and structured 
extracurricular  activities  provided  adolescents’  with  positive  developmental  experiences.  
Given the relatively unique nature of social networking sites as a leisure context for 
adolescents, and the extremely fast rate at which this leisure activity has been adopted by 
the majority of youth in the western world, it is important that research explores how this 
leisure context compares to more traditional extracurricular activities.  Adolescents from 8 
high schools across Western Australia were surveyed. The results showed that traditional 
structured leisure activities (e.g., sport, art) provided  adolescents’  with more experiences of 
identity exploration and reflection and positive peer interactions than social networking site 
use. Further analysis compared differences within social networking site use and found that  
both the frequency with which an adolescent visited their social networking site, and the 
degree of investment they had in their social networking site, positively predicted greater 
experiences of identity exploration and reflection and positive peer interactions. Though 
social networking sites are a popular adolescent leisure activity, they do not provide the 
same level of positive developmental experiences that are afforded through adolescent 
participation in traditional structured extracurricular activities.  
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Exploring the Positive Peer and Identity Experiences Occurring in Australian 
Adolescents’  Leisure  Activities. 
 
Adolescents spend more than half of their waking hours in leisure activities (Larson 
& Verma, 1999). The way in which youth choose to spend this time can have an impact on 
their development and thus it is important to identify which leisure contexts provide youth 
with positive developmental experiences. Participation in structured extracurricular 
activities, such as sporting teams, drama clubs, and service activities, is consistently shown 
to be a productive use of this time (Denault, Poulin, & Pedersen, 2009; Eccles & Barber, 
1999). Furthermore, it appears that time spent participating in structured extracurricular 
activities is more beneficial for youth than time spent in unstructured leisure activities. 
Research has found that adolescents who spend more time in structured activities have 
healthier emotional adjustment and more positive peer relationships, with youth who spend 
their time in unstructured leisure pursuits reporting poorer emotional adjustment and higher 
levels of antisocial behaviour (Mahoney & Stattin, 2000; Posner & Vandell, 1999). Larson 
and colleagues (Larson, Hansen & Moneta, 2006; Hansen, Larson & Dworkin, 2003) have 
described the degree to which positive developmental experiences occur across different 
contexts in adolescents lives. When structured extracurricular activities were compared to 
school classes, adolescents consistently reported greater experiences related to identity 
development and peer relations (Larson et al., 2006). However, when structured activities 
were compared to unstructured leisure (e.g., spending time with friends), it was found that 
positive peer and identity-related experiences were higher in unstructured leisure than in 
sports, performing arts, or academic clubs. As identity-related experiences during 
structured activity participation have been linked to higher adolescent subjective well-being 
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(Coatsworth, Palen, Sharp & Ferrer-Wreder, 2006), and positive peer interactions are 
considered developmentally beneficial, it is important to identify the contexts that provide 
youth with such experiences. Social networking sites, which are suggested to facilitate 
social interactions and personal exploration, may possibly be such a context, and therefore 
research investigating how this specific leisure activity compares to more traditional 
adolescent structured leisure contexts is warranted.         
Social networking sites (SNSs) are websites that allow users to create personal 
profiles and link their profiles to others in order to form a network in which communication 
and viewing of information across members of the network is possible (boyd & Ellision, 
2008; Lenhart & Madden, 2007). In 2007, 41% of 12-13 year olds and 61% of 14-17 year 
olds in the US used SNSs, with half using their SNSs at least once a day (Lenhart & 
Madden, 2007). In more recent Australian data, 80% of 12-13 year olds and 96% of 14-17 
year olds reported using SNSs (Australian Communications and Media Authority [ACMA], 
2009). Research is beginning to investigate how SNS use relates to development, with such 
use having been linked to identity exploration and relationship development (Steinfield, 
Ellison & Lampe, 2008; Manago, Graham, Greenfield & Salimkhan, 2008). Manago and 
colleagues identified SNSs as contexts for identity exploration, often being used by youth 
to display the features of themselves with which they were most satisfied. However, 
Pempek, Yermolayeva and Calvert (2009) found that 64% of youth said that identity 
exploration was not a reason for using SNSs, rather, the majority of their sample used such 
sites to communicate with friends and to further develop relationships. No study has 
directly compared the experiences adolescents report during their SNSs use to the 
experiences obtained during participation in traditional structured leisure activities.  
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Therefore, the current study investigated differences in the degree to which different 
adolescent leisure activities provided positive developmental experiences. Prior research 
has identified a variety of different positive developmental experiences to occur during 
participation in extracurricular activities; however research has not yet investigated the 
range of experiences that may occur during social networking site use. Consequently the 
two constructs of interest, namely identify exploration and reflection and positive peer 
interactions, were selected for the present study as research has suggested that social 
networking site use may be influential in these areas of youth development and thus SNS 
use could be expected to provide experiences in these domains. In addition it was 
considered important to include a developmental experience of both a personal and 
interpersonal nature. The constructs of identity exploration and reflection were combined 
into one overall developmental experience as previous research has shown that despite 
theoretical separation of these two constructs youth respond to and consider these two areas 
as largely a single domain (Larson et al., 2006; Hansen et al., 2003). The frequency of 
SNSs use and the intensity with which an adolescent is invested in their SNS has been 
shown to affect the relationship between SNS use and developmental indicators (Steinfield 
et al., 2008). Therefore the present study  also  investigated  whether  adolescents’  frequency  
of SNSs use and SNS investment was associated with the degree of positive developmental 
experiences reported in this leisure context.   
Method 
Participants 
Students from 8 high schools, both government and non-government, in Western 
Australia, took part in the study. The initial sample consisted of 291 adolescents. In order to 
conduct within-person analyses, only youth who participated in all 3 leisure contexts (n = 
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73) were included in the present study and all findings are based on this sample. Two thirds 
of the sample was female (71.2%), 57.5% in Year 9 and 42.5% in Year 11. The mean age 
was 14.9 years (SD = 1.05 years) and ranged from 14 to 17 years. The ethnicity of the 
sample was 79.5% Caucasian, 9.6% Asian, and 1.4% Aboriginal and Torres Strait Islander; 
the remaining participants were drawn from various ethnic groups (4.1% did not respond to 
the ethnicity question). With respect to family structure, the majority of participants 
(80.8.%) reported their parents were married or living in a marriage-like relationship, 
13.7% reported divorced or separated parents, and 1.4% indicated their parent was a 
widow/widower (4.1% of participants did not respond to this question).  
Procedure 
Informed parent and student consent were required to participate. In order to 
facilitate interest in the study, participants who returned parent consent letters (regardless of 
whether they chose to participate or not), were entered into prize draws. The questionnaire 
took approximately  40  minutes  to  complete,  and  according  to  each  school’s  preference,  was  
administered either via laptop computers connected to a wireless intranet, or in an 
equivalent paper and pencil format, to groups of approximately 20 students at a time. The 
current study was part of a larger research project, the Youth Activity Participation Study 
of Western Australia, which investigates adolescent leisure time use.  
Measures 
Developmental Experiences in Leisure Contexts.  
Participants responded to two developmental experience measures, identity 
exploration and reflection and positive peer interactions. These measures are based on the 
Youth Experience Survey (YES) 2.0 (Hansen & Larson, 2005), with positive peer 
interactions developed based upon the YES and established and utilised in our previous 
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work (Blomfield & Barber, 2011) and identity exploration and reflection drawn directly 
from the YES. The Youth Experience Survey was developed by Larson and colleagues 
through an initial exploratory qualitative study, followed by a larger quantitative 
investigation into the salient developmental experiences that youth reported occurring 
during their participation in extracurricular activities. Further research by Larson and 
colleagues resulted in refinements to the original YES and subsequent YES version 2.0. 
The reader is directed to Hansen and Larson (2005) for further information regarding the 
development of the YES and specific information concerning the reliability and validity of 
the measure. In both the present study and our prior work (Blomfield & Barber, 2011) we 
have obtained good reliabilities for all YES scales utilised.  
Participants responded to the experience measures for the structured organised sport 
in which they spent the most time, the structured organised activity (non-sport) they spent 
the most time in, and the social networking site they used the most. Eighteen types of sports 
were reported, the 3 most frequent were hockey (17.8%), netball (16.4%), and rowing 
(8.2%); 12 types of non-sport activities were reported, the most frequent being music 
(26%), dance (19.2%), and art (11%); and 5 types of SNSs were reported, with MySpace 
(53.4%), MSN Windows Live Spaces (20.5%), and Facebook (11%) being the most 
popular. Participants were presented with the instructions:  “Based  on  your  involvement  in  
this sport/activity/social networking site please rate whether you have had the following 
experiences  by  ticking  the  appropriate  box.”  Each  item  was  assessed  on  a  4  point  scale  (1:  
Not at all; 2: A little; 3: Quite a bit; 4: Yes, definitely). Experiences of positive peer 
interactions were measured  with  4  items  (SNSs  α  =.71,  sports  α  =.74,  non-sport  activities  α  
=.73),  including  “experienced  feeling  liked  by  others  in  this  activity.”  Experiences  of 
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identity exploration and reflection were  measured  with  6  items  (SNSs  α  =.76,  sports  α  =.76,  
non-sport  activities  α  =.76)  including  “this  activity  got  me  thinking  about  who  I  am.”   
Social Networking Site use. 
 Frequency  of  SNS  use  was  measured  with  the  item  “About  how  often  do  you  visit  
your  SNS?”  (7 options; 1: never, 2: less than once a month, 3: every few weeks, 4: 1-2 days 
a week, 5: 3-5 days a week, 6: about once a day, 7: several times a day). Investment in 
SNSs was measured with two items (α  =  .80):  “MySpace/Bebo/Facebook  has  become  part  
of  my  daily  routine”  and  “I  feel  out  of  touch  when  I  haven’t  logged  on  to  
Myspace/Bebo/Facebook.”  These items were drawn and adapted from Ellison, Steinfield & 
Lampe, (2007) and were measured on a 5-point Likert scale (1: completely disagree, 5: 
completely agree).      
Results 
Eight percent of participants visited their SNS daily, 24.7% three to five days a 
week, 19.2% one or two days a week, 19.2% every few weeks, and 23.3% less than once a 
month or never. One-way repeated-measures ANOVAs were run comparing the 
developmental experiences of positive peer interactions and identity exploration and 
reflection across the three leisure contexts: SNSs, sport, and non-sport activities (Table 1). 
A main effect of leisure context was found for positive peer interactions (F (2, 71) = 37.98, 
p < .001).  Pairwise comparisons showed that adolescents reported more experiences of 
positive peer interactions in sports than in SNSs and non-sport activities, and more 
experiences of positive peer interactions in non-sport activities than in SNSs.  A main 
effect of leisure context was also found for experiences of identity exploration and 
reflection (F (2, 72) = 69.63, p < .001).  Pairwise comparisons revealed that experiences of 
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identity exploration and reflection were higher in sports than in SNSs, and higher in non-
sport activities than in SNSs.  
 
Table 1. Comparing the developmental experiences within-person across different  
leisure contexts. 
Developmental experience SNSs 
 
Sport Activity (non-sport) 
Positive peer interactions 
 
2.34a (0.72) 3.16b (0.68) 2.88c (0.75) 
Identity exploration 
& reflection 
1.68a (0.51) 2.55b (0.58) 2.72b (0.66) 
Note: Means in the same row that do not share subscripts differ at p<.01. 
 
Hierarchical regression analyses were then conducted to test the main effect of SNS 
frequency and SNS investment, and the interaction between these two variables, on 
experiences of positive peer interactions and identity exploration and reflection in SNSs 
(see Table 2). The regression analyses contained 2 steps. SNS frequency and SNS 
investment were entered simultaneously at step 1 of each regression model, and the 
interaction term was entered at step 2.  
Experiences of positive peer interactions were significantly predicted by both SNS 
frequency and SNS investment. Greater frequency of SNS use and more investment in 
SNSs predicted higher experiences of positive peer interactions. SNS frequency also 
significantly interacted with SNS investment in predicting experiences of positive peer 
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Table 2. SNSs frequency and SNS investment predicting experiences of positive peer interactions and identity exploration and 
reflection in SNSs.  
 
 
 
 
 
 
 
 
 
 
 
Note. *p < .05. **p < .01. ***p < .001. +p < .10. 
 Positive Peer Interactions in SNSs  Identity Exploration & Reflection in SNSs  
  Model 1 Model 2  Model 1 Model 2  
Variable B SE B β B SE B β  B SE B β B SE B β  
SNSs Freq. .30 .09 .40*** .26 .09 .37**  .17 .07 .32* .16 .07 .31*  
SNSs Investment .14 .08 .23+ .19 .08 .33*  .10 .06 .23+ .12 .06 .27*  
SNSs Freq. x SNSs 
Investment  
   -.15 .07 -.24*     -.05 .05 -.11  
Adjusted R2   .30   .34    .22   .22  
F for change in R2   15.37***   5.28*    10.51***   0.85  
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interactions. This interaction was explored using simple slope analysis (Aiken & West, 
1991) and showed that there was a positive association between frequency of SNSs and 
experiences of positive peer interactions for  adolescents’  with  low  SNS  investment  (slope  
= 0.43; t = 4.13, p < .001) and medium SNS investment (slope = 0.26; t = 2.91, p < .01), 
but  not  for  adolescents’  with  high  SNS  investment  (slope  =  0.09;;  t  =  0.68,  p > .05). Both 
SNS frequency and SNS investment were significant predictors of experiences of identity 
exploration and reflection in SNSs. Greater frequency of SNS use and more investment in 
SNSs predicted higher experiences of identity exploration and reflection. There was no 
significant interaction between SNS frequency and SNS investment in predicting 
experiences of identity exploration and reflection.  
Discussion 
This study sought to explore the degree to which adolescents reported positive peer 
and identity experiences across three popular leisure contexts. Adolescents reported more 
positive peer and identity experiences during participation in structured leisure, namely 
organised sports and non-sport activities, than during participation in social networking 
sites, an unstructured leisure activity. Although SNSs were regularly used leisure contexts, 
with a third of the sample visiting their SNS at least three to five days a week, a rate 
consistent with previous research (Lenhart & Madden, 2007), the sites may not be as 
important  to  an  adolescent’s  identity  as  more  traditional  structured  leisure  contexts.  It  may  
be that SNSs simply provide a forum in which adolescents are able to express their identity 
and maintain peer relationships, rather than develop their identity and form friendships. In 
fact, some research seems to indicate that SNSs are often simply used as another medium in 
which to contact friends youth often see in person (Pempek et al., 2009).  
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 One of the theorised benefits of participation in structured extracurricular activities 
is  that  such  leisure  choices  provide  adolescents’  with  opportunities  to  ‘try  on’  different  
identities. In fact, research has shown that adolescents often describe themselves partly on 
the basis of what they do, such as being a  ‘sporty’  person,  a  ‘music’  person,  or  a  ‘brainy’  
person (Eccles & Barber, 1999). In contrast, unlike structured activities, which allow 
adolescents to differentiate themselves from their peers, social networking sites are a 
leisure context in which the large majority of youth participate. It is likely that the 
widespread use of these sites among adolescents has resulted in the awareness that such 
participation is normative, and therefore youth may not feel that their involvement in SNSs 
is particularly reflective of their identity.  
However, the benefits afforded by SNSs do appear to vary for different groups of 
adolescents (Steinfield et al., 2008). In the present study, adolescents who used their SNS 
more frequently, and who were more invested in their SNS, reported more positive peer and 
identity experiences than those who used their sites less often and were less invested in 
them. Hence it appears that SNSs are possibly contexts that afford youth beneficial 
developmental experiences, with the requirement that a certain degree of use and 
investment in these sites is necessary. This finding is of particular importance as parents are 
often concerned with the amount of time their adolescent spends using the internet (ACMA, 
2009), and though more in-depth research on a larger sample is necessary before any 
recommendations are made, it appears that time spent using SNSs could be considered an 
appropriate leisure activity, with the caveat that such time is not in lieu of participating in 
structured leisure activities.       
 Generalizability of the current study is limited by including only those adolescents 
who participated in all three leisure contexts, and therefore cannot be considered 
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representative of Australian youth. It is possible that SNSs have a different meaning and 
impact for youth who do not also simultaneously participate in a number of different 
extracurricular activities. Future research could investigate whether SNS site use provides 
unique positive experiences, additional to those experienced during participation in 
extracurricular activities, or if SNS use acts more as a complimentary leisure activity, 
supporting the positive experiences provided during participation in traditional structured 
leisure activities. The within-person design of the present research allows a direct 
comparison, reducing selection issues common in between-person comparisons, and is a 
prominent strength of the study. As the present study used a survey design which required 
adolescents to report on their experiences during the different leisure activities, the findings 
may  be  limited  by  the  youths’  abilities  to  accurately  recall  their  experiences.  Future  
research could address this limitation by using the experience sampling method, allowing 
adolescents to report their experiences as they occur in different contexts. However, it 
could be argued that the degree to which adolescents consciously recall experiences from 
different contexts is of more developmental importance than the actual rate at which the 
experiences occur in the moment. The present research makes a valuable contribution to the 
emerging literature on adolescent SNSs use. Our study indicates that although participation 
in SNSs does not provide the same level of developmental experiences that are afforded 
through participation in structured activities; time and investment in SNSs may provide 
greater positive experiences for youth.   
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PREFACE TO CHAPTER SIX 
Study 3 highlighted the importance of adolescent participation in structured leisure 
activities in comparison to social networking sites, an unstructured leisure activity. The 
results of Study 3 showed that youth reported more positive peer and identity experiences 
during participation in structured leisure activities than during participation in social 
networking sites (an unstructured leisure activity). From a comparison of the degree to which 
different types of leisure activities provide positive experiences; the focus now turns to 
investigating the importance of these experiences to self-concept. A range of positive 
developmental experiences has been documented to occur during participation in structured 
leisure activities (Hansen, Larson, & Dworkin, 2003; Larson, Hansen, & Moneta, 2006), 
although research has not yet shown whether these developmental experiences are a 
mechanism by which structured leisure activities promote positive self-concept. 
Study 4 addresses this gap in the literature by examining whether the positive 
developmental experiences that occur during participation in structured leisure are predictors 
of adolescent self-concept. Experiences of both a personal (identity, success, and goal-setting 
experiences) and interpersonal (peer interactions) nature are investigated. Prior research has 
shown that success and identity-related experiences in structured activities are associated 
with higher adolescent self-esteem (Coatsworth, Palen, Sharp, & Ferrer-Wreder, 2006; 
Pedersen & Seidman, 2004), suggesting that a link between the developmental experiences 
and self-concept is plausible. Study 4 also investigated whether economic disadvantage 
moderates the association between the developmental experiences and self-concept. As 
adolescents from lower socioeconomic backgrounds are shown to have a poorer self-concept 
than their more economically advantaged peers (Twenge & Campbell, 2002), it is important 
to identify settings that may help to reduce this gap. The developmental opportunities that are 
afforded through structured activity participation may have greater importance to youth who 
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have deficits in other contexts of their lives. The conceptualised links that are investigated in 
Study 4 are represented by the shaded portion of the model in Figure 1d. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1d. The conceptual model testing the impact of leisure time activities and experiences on 
adolescent self-concept, situated within the bioecological model of human development. Figure 
shading and bolding represent the portion of the model examined in Study 4. 
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CHAPTER SIX 
STUDY 4: DEVELOPMENTAL EXPERIENCES DURING EXTRACURRICULAR 
ACTIVITIES  AND  AUSTRALIAN  ADOLESCENTS’  SELF-CONCEPT: 
PARTICULARLY IMPORTANT FOR YOUTH FROM DISADVANTAGED SCHOOLS. 
 
 
Study 4 has undergone peer review and has been published in the Journal of Youth and 
Adolescence. 
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010-9563-0
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Abstract 
 
 
Extracurricular activities provide adolescents with a number of positive personal and 
interpersonal developmental experiences. This study investigated whether developmental 
experiences that occurred during extracurricular activities were linked to a more positive self-
concept for Australian adolescents, and whether this link was particularly salient for youth from 
disadvantaged schools. Adolescents (N = 1504, 56% Female) from 26 diverse high schools 
across Western Australia were surveyed. The findings revealed that adolescents from low socio-
economic status schools who participated in extracurricular activities had a more positive general 
self-worth and social self-concept than adolescents from similar socio-economic schools who did 
not participate in any extracurricular activities. Furthermore, the positive developmental 
experiences that occurred during extracurricular activities predicted a more positive general self-
worth and social and academic self-concept, and this link was stronger for youth from low SES 
schools. These findings suggest that the developmental experiences afforded by extracurricular 
activities may foster positive adolescent development. 
 
 
 
 
 
 
 
Keywords: Extracurricular activities; Self-concept; Experiences; Disadvantaged schools.  
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Developmental  Experiences  During  Extracurricular  Activities  and  Australian  Adolescents’  
Self-Concept: Particularly Important for Youth from Disadvantaged Schools 
 
Extracurricular  activities  are  a  unique  context  in  adolescents’  lives,  compared  to  school,  work,  or  
family, in that adolescents personally choose to be involved, thereby allowing for autonomy and 
self-directed development (Larson, 2000). A  substantial  body  of  research  has  linked  adolescents’  
participation in extracurricular activities to a range of positive outcomes (see Feldman & 
Matjasko, 2005, for a review), and youth who participate in activities appear to have a more 
positive self-concept, which is particularly important during this period of development (Harter, 
1999). Although research has identified extracurricular activities as a vital context for 
adolescents, the particular properties of participation in extracurricular activities that are of 
developmental importance are less understood. The present study addresses this gap, by 
investigating whether or not the positive developmental experiences that occur during 
participation in activities are predictive of positive self-worth and self-concept in adolescence, 
and whether this link is particularly salient for youth who attend more disadvantaged schools.  
Positive Correlates of Participation in Extracurricular Activities  
  
A broad range of positive  outcomes  has  been  associated  with  adolescents’  participation  in  
extracurricular activities. For example, participating in activities has been linked to greater 
school attachment and sense of belonging, better academic achievement, higher academic 
aspirations, and less risky behaviors such as alcohol and drug use, or dropping out of school 
(Darling, Caldwell, & Smith, 2005; Dotterer, McHale, & Crouter, 2007; Eccles & Barber, 1999; 
Fredricks & Eccles, 2008). Participation in a combination of activity types also appears to 
provide benefits above and beyond those related to participation in one type of activity (Bartko 
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& Eccles, 2003; Feldman & Matjasko, 2007). Furthermore, the positive indicators associated 
with participation in structured extracurricular activities  also  extend  to  an  adolescent’s  sense  of  
identity (Barber, Stone, Hunt, & Eccles, 2005; Eccles, Barber, Stone, & Hunt, 2003; Larson, 
2000).  Activities  are  thought  to  provide  adolescents  with  opportunities  to  “try  on”  different  
identities, with research showing that adolescents often describe themselves partly on the basis of 
what  they  do,  such  as  being  a  “sporty”  person,  a  “music”  person,  or  a  “brainy”  person  (Eccles, et 
al. 2003; Eccles & Barber, 1999). Although most of the literature in this area is based on 
adolescents from the United States, recent cross-cultural  studies  indicate  that  the  “identity  
exploring”  experiences  of  activity  involvement  also  occur  for  adolescents  from  other  countries.  
For example, Coatsworth, Sharp, Palen, Darling, Cumsille, & Marta (2005) found the identity 
experiences reported during participation in activities to be relatively consistent across youth 
from Chile, Italy, and the United States. In addition, the type of activity most often selected as 
self-defining, namely sport, was consistent across adolescents from all three countries. Given the 
positive developmental outcomes associated with participation in activities, and their recognition 
as an identity-defining context for adolescents from multiple countries, a positive connection 
between  such  participation  and  Australian  adolescents’  self-concept could be expected.  
Adolescents’  participation  in  extracurricular  activities  has  been  linked  to  a  more  positive  sense  of  
self. General self-worth,  which  refers  to  a  person’s evaluative self-opinion (Harter, 1999), is 
higher for adolescents who participate in extracurricular activities compared to those who do not 
participate (e.g., Eccles & Barber, 1999; Fredericks & Eccles 2006; Gadbois & Bowker, 2007). 
Such findings are important, given that more negative self-worth has been related to greater 
depressed affect and delinquency (Hay, 2000; van Welzenis, 1997), with more positive self-
worth appearing to both protect and support healthy adolescent development (Gilman & 
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Huebner, 2006; Steinhausen & Metzke, 2001). Less research has investigated the link between 
an  adolescent’s  participation  in  extracurricular  activities  and  the  multiple  dimensions  of  self-
concept; however, a positive link does also appear to exist (Blomfield & Barber, 2009; Marsh, 
1992a). Self-concept, defined as a collection of knowledge structures about the self, includes 
domains such as academic, social, behavioral conduct, and physical self-concept (Harter, 1999). 
Each of these domains are of particular importance during adolescence, with the development of 
social and academic competence considered vital tasks of this period of development (Harter, 
1999). These separate components of self-concept jointly influence self-worth and individually 
predict specific developmental  indicators.  Marsh’s  (1992a)  longitudinal  research  found  
participation in extracurricular activities to be associated with increased academic and social 
self-concept, after controlling for background variables and initial levels of self-concept. Though 
research has shown a link between participating in activities and a more positive sense of self, 
few studies have explored why such relationships exist. The specific properties of participation 
in activities that are important for self-worth and self-concept are not well understood.  
Developmental Experiences in Extracurricular Activities  
Larson and colleagues (Larson, Hansen & Moneta, 2006; Hansen, Larson, & Dworkin, 2003) 
suggest that activities provide adolescents with a number of personal and interpersonal 
developmental experiences. They have identified a variety of positive experiences that occur 
during participation in activities, including those related to initiative, teamwork, interpersonal 
relationships, and identity work (Larson et al., 2006; Hansen et al., 2003). Other researchers have 
focused primarily on the identity-developing experiences that occur during participation in 
activities. Experiences of flow (completely focused motivation), personal expressiveness (this is 
who I am), and goal-directed behavior have been documented in the activities that adolescents 
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have selected as self-defining (Coatsworth et al., 2005; Sharp, Coatsworth, Darling, Cumsille, & 
Ranieri, 2007). However, the specific types of experience, and the degree to which different 
experiences occur, have been found to vary depending on the type of activity. For example, in 
Larson  and  colleagues’  research  (Larson  et  al.,  2006;;  Hansen  et  al.,  2003),  participation  in  sports  
and arts activities provided adolescents with greater initiative experiences, whereas participation 
in faith-based groups provided more identity exploration, emotional regulation, and positive 
relationship experiences, when compared to other activity types. Although these positive 
experiences have been documented to occur during activity participation, research has yet to 
investigate whether these experiences underlie the association between participation in activities 
and positive outcomes for adolescents. 
Clearly, adolescents who participate in extracurricular activities are exposed to a greater variety 
of developmentally facilitative experiences than are their non-participating peers. Such 
developmental opportunities may explain the numerous beneficial outcomes that are associated 
with  adolescents’  participation in extracurricular activities. Given that experiences in the school 
and  classroom  environment  are  influential  factors  for  adolescents’  self-concept (Wigfield & 
Eccles, 2002), it is likely that experiences during participation in organized activities may also 
contribute  to  an  adolescent’s  sense  of  self.  Indeed,  Coatsworth,  Palen,  Sharp,  &  Ferrer-Wreder 
(2006) found that experiences of expressive identity that occurred during participation in 
activities  significantly  predicted  adolescents’  subjective  well-being. In addition, Pedersen and 
Seidman’s  (2004)  longitudinal  research  identified  a  positive  relationship  between  experiences  of  
success in sports during early adolescence and self-esteem in middle adolescence. These studies 
focused on singular types of experiences, yet extracurricular activities provide a broad array of 
experiences that may have varying impact on different dimensions of the self; therefore, it is 
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important to consider the impact of different types of experiences. For example, personal 
experiences such as goal setting and success may be important for academic self-concept, 
whereas interpersonal experiences with peers may be more important to social self-concept. 
Because self-concept  is  considered  to  be  largely  a  product  of  individuals’  experiences in their 
interpersonal environments (Harter, 1999), it is likely that the positive experiences adolescents 
report in extracurricular activities are linked to their strengthened self-concepts. However, 
research has yet to investigate whether the positive developmental experiences in activities 
facilitate a more positive sense of self. The current study addresses this gap.   
The Impact of Socioeconomic Status  
The moderating effect of socioeconomic status on the outcomes associated with participation in 
activities has received surprisingly little attention. A consistent criticism of the majority of 
studies  investigating  adolescents’  participation  in  activities  is  that  they  are  based  primarily  on  
middle-class youth (Fredricks & Eccles, 2006; Pedersen & Seidman, 2005). However, the 
findings of studies that have assessed the role of socioeconomic status suggest that the benefits 
of participation in extracurricular activities are particularly prominent for adolescents from more 
disadvantaged backgrounds. In  Marsh’s  research  (Marsh,  1992a;;  Marsh  &  Kleitman,  2002)  with  
a nationally representative sample from the US, adolescents from disadvantaged backgrounds 
were often found to benefit more from extracurricular participation than did adolescents from 
more affluent families. For example, Marsh (1992a) found that the relationship between 
participation in activities and more positive academic and social self-concept were stronger for 
adolescents from lower socioeconomic backgrounds, and other research has identified the same 
effect for positive-well being (Hull, Kilbourne, Reece, & Husaini, 2008). The protective effects 
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associated with participation in activities also appear to be stronger for at-risk youth (Mahoney & 
Cairns, 1997).  
 It should be noted, however, that not all research has found an interactive effect of 
socioeconomic status with the benefits of participation in activities (Fredricks & Eccles, 2006). 
Given the documented overall differences in self-worth among youth from disadvantaged 
backgrounds compared to those from more economically advantaged families (Twenge & 
Campbell, 2002), the identification of contexts that can help to reduce this gap is of particular 
importance. Although the benefits associated with participation in activities appear to be greater 
for youth from lower socioeconomic backgrounds, research has yet to investigate the 
mechanisms behind this assessment. It may be the case that for less advantaged youth the 
experiences that occur in the extracurricular environment play a particularly salient role in their 
development.  
The Present Study 
 The current study addresses two focal gaps in the extracurricular literature, namely, the 
specific properties that underlie the relationship between participation in extracurricular activities 
and a positive sense of self in adolescence and the degree to which this association varies for 
adolescents from more or less economically advantaged contexts. More specifically, the present 
study investigated whether the developmental experiences in structured extracurricular activities 
are linked to more positive general self-worth and academic and social self-concepts for 
Australian adolescents. As we were investigating three broad dimensions of the self, it was 
important to include varied types of developmental experiences in the study, of both a personal 
and interpersonal nature. Three distinct types of personal experiences were selected: identity 
experiences, success experiences and goal setting experiences. Both identity and success 
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experiences in extracurricular activities have been linked to higher adolescent self-esteem 
(Coatsworth et al., 2006; Pedersen & Seidman, 2004; respectively), and both reflect abstract, 
self-reflective, personal experiences. Goal setting was selected to reflect a more concrete 
experience that is afforded through participation in extracurricular activities, and is often 
considered a necessary skill for academic competence. In addition to these personal experiences, 
it was important to include an interpersonal experience, namely peer interactions, particularly 
given our interest in social self-concept.  
The study also aimed to explore the possible moderating effect of school socioeconomic status 
on the association between these developmental experiences and self-worth and self-concept. 
Schools are differentiated in the extent to which they can provide extracurricular activities. 
Those with greater resources are likely to offer a broader range of activities. Further, accessing 
activities can be a major barrier for youth in less economically advantaged communities (Eccles 
& Gootman, 2002). In addition to the resource limitations of schools within these communities, 
families may lack resources to invest in voluntary activities such as sports or music. Those 
families may not have discretionary funds to cover equipment, game fees, or instrument hire 
(Barber, Stone, & Eccles, 2010). As youth from disadvantaged backgrounds are limited in the 
developmental opportunities afforded to them, the identification of contexts that are both 
meaningful to these youth and promote positive development is of paramount importance. 
 It was hypothesized that adolescents from low SES schools would be overrepresented in 
the no participation category, based on previous research indicating that higher family SES 
predicts greater likelihood that youth participate in activities (Dearing et al., 2009). Furthermore, 
as research has found the association between participation in activities and positive outcomes to 
be particularly salient for youth from disadvantaged backgrounds (Marsh, 1992a; Marsh & 
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Kleitman, 2002), it was hypothesized that the link between participation in extracurricular 
activities and a more positive sense of self would be stronger for youth from more disadvantaged 
schools. The developmental experiences of identity exploration and reflection, success, goal 
setting, and peer interactions were hypothesized to be positive predictors of general self-worth, 
and academic and social self-concept. Finally, given the aforementioned moderating effect of 
SES, it was hypothesized that the association between the developmental experiences and 
general self-worth and academic and social self-concept would be stronger for adolescents from 
more disadvantaged schools compared to those from more advantaged schools. 
Method 
Participants and Procedure 
The sample was drawn from adolescents who took part in the Youth Activity Participation Study 
of Western Australia (YAPS-WA),  a  study  investigating  Australian  adolescents’  experiences  
during their leisure time. Participants were recruited from 26 high schools (17 government, 9 
non-government), selected to represent the four metropolitan school districts (n = 14) and five of 
the regional school districts (n = 12) across Western Australia. The number and type of schools 
(government, non-government) selected within each district was determined by the high school 
student enrollment rates for each district. Prior to data collection, ethical approval was obtained 
from the university Human Research Ethics Committee, the Education Department, and the 
Catholic Education Office. Active informed parent and student consent were required to 
participate. The questionnaire took approximately 40 minutes to complete, and according to each 
school’s  preference,  was  administered  either  via  laptop  computers connected to a wireless 
intranet, or in an equivalent paper and pencil format. 
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 The sample comprised 1,504 adolescents (56% female). Students from Year 8 (n = 924) 
and Year 10 (n = 579) participated in the study, with the mean age of participants being 13.8 
years (SD = 1.02 years, range 12-16 years). The ethnicity of the sample was 78.7 % Caucasian, 
6.8% Asian, 1.3% Aboriginal and Torres Strait Islander, and 1.2 % African. Apart from 7.8% 
who did not respond to the ethnicity question, the remaining participants (4.1%) were drawn 
from other ethnic groups. Just over half the participants (51.5%) were drawn from non-
government high schools, which is somewhat higher than the state average (41%, Australian 
Bureau of Statistics [ABS], 2007). The other 48.5% of participants attended government high 
schools.  
Measures 
Participants reported their gender, age, ethnicity, and year at school, and responded to 
measures of participation in extracurricular activities, developmental experiences, general self-
worth, and academic and social self-concept.   
Participation in Extracurricular Activities  
Participants were provided with a list of 30 sports (e.g., basketball, netball, swimming) 
and 24 non-sport structured extracurricular activities (e.g., band, school council, drama club), 
with space at the end of each list to add structured extracurricular activities. The lists were based 
on previous structured extracurricular activity research (Eccles & Barber, 1999; Feldman & 
Matjasko, 2007) and Australian pilot testing. Participants were asked to check off all the 
structured/organized extracurricular activities that they were involved in during the school year, 
outside  of  school  hours.  In  order  to  address  Hypothesis  1,  adolescents’  participation  types  were  
then divided into 4 categories: those who did not participate in any structured extracurricular 
activities (no participation), those who participated only in sports (sports only), those who 
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participated in only non-sport structured activities (activities only) and those who participated in 
at least one sport and one non-sport structured activity (mixed). These categories were then 
collapsed into a dichotomous measure of participation in extracurricular activities (0: no 
participation, 1: participates in any ECA), utilized in the multilevel modeling analyses. 
Following the list of sports, participants were asked to record the sport in which they spent the 
most time. Participants were then asked to think about only this sport when responding to the 
series of questions which followed concerning the experiences they had in the sport. Exactly the 
same procedure and instructions were presented for the non-sport structured extracurricular 
activities. 
Developmental Experiences   
In this study, we used four developmental experience measures, identity exploration and 
reflection, success, goal setting, and peer interactions. Descriptive statistics and correlations for 
each developmental experience measure, for both sports and non-sport activities, are presented in 
Table 1. Participants were  presented  with  the  instructions:  “Based  on  your  involvement  in  this  
sport/activity please rate whether you have had the following experiences by ticking the 
appropriate  box.”  Items  were  identical  and  presented  in  exactly  the  same  order  for  sports  and 
non-sport activities. Adolescents who participated in both a sport and an activity (n = 660) 
responded to the developmental experiences measures for both structured extracurricular activity 
types.     
Experiences of identity exploration and reflection.  Six items were used to measure experiences 
of  identity  exploration  and  reflection,  including  “this  activity  got  me  thinking  about  who  I  am.”  
Each item was assessed on a 4-point scale (1: Not at all; 2: A little; 3: Quite a bit; 4: 
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Table 1. Descriptive statistics and correlations for each measure. 
Note: *p  <  .05.  **p  <  .01. Gendera (females=0; males=1), Year at schoolb (Yr.8 = 0; Yr.10 = 1). Sports experiences (variables 4-7) n = 1230. Activities  
experiences (variables 8-11) n =770.
Variables      1 2 3 4 5 6 7 8 9 10 11 12    13     14 
               
1.   General self-worth -              
2.   Academic self-concept .70** -             
3.   Social self-concept .60** .46** -            
4.   Sports identity .25** .17** .16** -           
5.   Sports success .36** .23** .34** .44** -          
6.   Sports goal setting .27** .23** .21** .55** .48** -         
7.   Sports peer interactions .29** .24** .30** .44** .51** .43** -        
8.   Activities identity .13** .17** .03 .22** .03 .13** .05 -       
9.   Activities success .28** .25** .22** .11** .15** .12** .09* .57** -      
10. Activities goal setting .15** .16** .16** .10* .09* .19** .07 .62** .58** -     
11. Activities peer interactions .23** .16** .21** .14** .13** .14** .18** .53** .48** .47** -    
12. School SES  .10** .14** .08** -.10** -.02 -.07* -.01 -.23** .04 .01 .04 -   
13. Gendera .02 -.01 -.09** .06* -.02 .03 -.03 -.01 -.05 -.07 -.10** .10** -  
14. Year at schoolb  -.05 .01 .01 -.02 -.03 .01 .01 .13** .05 .03 .05 -.05 -.01 - 
Mean 4.55 4.79 4.67 2.79 3.40 3.06 3.27 2.87 3.28 2.90 3.11 15.23 - - 
Standard Deviation 0.91 0.91 0.96 0.60 0.53 0.69 0.58 0.67 0.64 0.85 0.71 7.44 - - 
Alpha .82 .79 .75 .68 .66 .70 .65 .76 .75 .82 .74 - - - 
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Yes, definitely). This developmental experience measure was drawn directly from the Youth 
Experiences Survey (YES) 2.0 (Hansen & Larson, 2005). 
Experiences of success. Three  items  were  used  to  measure  experiences  of  success  (e.g.,  “I  have  
been  successful  in  this  activity”),  using  a  4-point scale (1: Not at all; 2: A little; 3: Quite a bit; 4: 
Yes, definitely). This developmental experience measure was created for the current study. 
Experiences of goal setting. Three items were used to measure experiences of goal setting (e.g., 
“I  set  goals  for  myself  in  this  activity”)  using  a  4-point scale (1: Not at all; 2: A little; 3: Quite a 
bit; 4: Yes, definitely). This developmental experience measure was drawn directly from the YES 
2.0 (Hansen & Larson, 2005). 
 Experiences of peer interactions. Four items were used to measure experiences of peer 
interactions,  including  “worked  with  other  people  my  own  age  on  a  common  goal.” Each item 
was assessed on a 4-point scale (1: Not at all; 2: A little; 3: Quite a bit; 4: Yes, definitely). This 
developmental experience measure was created for the current study. 
General Self-Worth  
The measure of general self-worth  started  with  the  stem  “How  true  is  this  statement  about  you?”  
and  consisted  of  4  items  (e.g.,  “A  lot  of  things  about  me  are  good”)    assessed  on  a  6-point Likert 
scale (1: False, not like me at all; 6: True, this describes me very well). Items within the measure 
were drawn and adapted from existing scales (Marsh, 1992b, 1992c, 1992d), and the measure has 
been utilized in our previous work (Blomfield & Barber, 2009). The descriptive statistics for 
general self-worth are presented in Table 1. 
Academic and Social Self-Concept   
Items  within  each  measure  started  with  the  stem  “How  true  is  this  statement  about  you?”  and  
were assessed on a 6-point Likert scale (1: False, not like me at all; 6: True, this describes me 
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very well). Items within the measures were drawn and adapted from existing scales (Marsh, 
1992b, 1992c, 1992d), and the measures have been utilized in our previous work (Blomfield & 
Barber, 2009). The measure of academic self-concept  consisted  of  3  items  including  “I  have  the  
ability  to  be  good  at  most  school  subjects  if  I  try.”  Social  self-concept was measured with 3 
items,  including  “I  am  very  good  at  making  friends.”  The  descriptive  statistics  for  academic  and  
social self-concept are presented in Table 1. 
School Socio-Economic Status  
To assess socio-economic status (SES), school-level data were obtained from the Department of 
Education and Training in Western Australia. The Department of Education and Training 
computes the Index of Community Socio-Educational Advantage (ICSEA) for each school in 
Western Australia. The ICSEA is calculated with data from the Australian Bureau of Statistics, 
based on the addresses of all students attending each school. The index is compiled from the 
education,  occupation,  income,  ethnicity,  and  single  parent  status  of  each  student’s  household  
(Australian Curriculum, Assessment and Reporting Authority [ACARA], 2010). In addition, the 
ICSEA incorporates information regarding each school’s  geographical  location  (if  the  school  is  
in a regional or remote area), and the proportion of Indigenous students enrolled at the school. 
Schools are then placed on a numerical scale that indicates their comparative socio-economic 
advantage (ACARA, 2010). The ICSEA is scaled to a mean of 1000, with a standard deviation of 
100 (ACARA, 2010).  Schools in the current study had ICSEA scores ranging from 798 to 1188 
(schools were selected in order to get a range of the ICSEA distribution). From their ICSEA 
scores, each school was given a rank of 1-26, with 1 representing the lowest ICSEA school in the 
sample, and 26 representing the highest ICSEA school. This continuous ICSEA scale is used in 
all multilevel modeling analyses. In order to assess the distribution of adolescents across 
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different SES schools and address hypothesis 1, a split was conducted on the ICSEA rank to 
create 3 SES school groups, high SES schools (n = 6), mid SES schools (n = 9), and low SES 
schools (n = 11).  
Analysis Strategy 
 
First a descriptive analysis was conducted to investigate the distribution of adolescents across 
participation in activity categories for the three SES school groups. Second, the bivariate 
correlations between study constructs were examined. Finally, a series of multilevel models were 
estimated. Given the hierarchically nested structure of the data (students nested within schools), 
and our hypotheses concerning the main and interactive effects of school SES (a group-level 
variable) on individual-level relationships, a multilevel analytic strategy was appropriate. 
Multilevel analysis controls for the non-independence among the variables of interest that are a 
result of participants sharing the same school context (Raudenbush & Bryk, 2002). The 
multilevel analyses were conducted with the Mplus 5.21 program (Muthen & Muthen, 1998-
2009). 
In order to test the links between individual characteristics (participation in ECAs, 
developmental experiences), group characteristics (school SES), and interactions (school SES by 
participation in ECAs, school SES by developmental experiences) and general self-worth and 
social and academic self-concept, a series of two-level models were estimated. The within-
person associations were modeled at Level 1, with separate models estimated for each of the 
within-person independent variables. Gender and year at school were included in all models as 
covariates. The between-person variable, school SES, was modeled at Level 2. Following the 
estimation of general self-worth and social and academic self-concept by the within-person and 
between-person variables, cross-level interactions were investigated. Cross-level interactions are 
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present if the group level variable is related to the variability of the within-person slopes (Hox, 
2002). Therefore, a significant cross-level interaction would indicate that the association between 
the within-person independent variable (e.g., experiences of success in sports) and the dependent 
variable (e.g., general self-worth) significantly varied by the between-person group variable 
(school SES).     
 
Results 
 
Participation in Activities  
The percentage of adolescents in each of the different participation categories (no participation, 
sports-only, activities-only, mixed participation) was examined across school SES groups (Table 
2). Chi-squared analyses revealed that participation category was distributed significantly 
differently by school SES group (X 2 (6, 1486) = 123.45, p < .001). As hypothesized, adolescents 
who were in the low school SES group were overrepresented in the no participation category. 
Adolescents in the high school SES group were least likely to be in this category. Adolescents in 
the low school SES group were also overrepresented in the sports-only category, with 
adolescents in the high school SES group least likely to be in this category. Furthermore, 
adolescents in the high school SES group were more likely to be in the mixed participation 
category, whereas adolescents in the low school SES group were least likely to be in this 
category. Correlations among self-concepts, school SES, and the developmental experiences in 
sports and in non-sport activities are presented in Table 1.  
Self-Worth and Self-Concepts by Participation in ECAs and School SES  
Multilevel modeling was used to investigate hypothesis 2, that the link between participation in 
extracurricular activities and a more positive sense of self would be stronger for youth from more 
disadvantaged schools. Level 1 analyses showed that participation in 
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 Table 2. Participation rates (%) in each extracurricular activity category by school SES group. 
 
Subsample (n)  No 
Participation 
Sports-
Only 
Activities-
Only 
Mixed 
Participation 
Low school SES  
(489) 
15.1 49.1 7.0 28.8 
Mid school SES  
(502) 
8.2 40.0 8.4 43.4 
High school SES 
(495) 
4.8 25.3 9.7 60.2 
Total (N = 1486) 9.4 38.1 8.3 44.2 
 
 
 
extracurricular activities was significantly associated with general self-worth and academic and 
social self-concept (see Table 3). Adolescents who participated in ECAs showed a more positive 
sense of self than their peers who did not participate in any ECAs. Level 2 analyses showed that 
adolescent general self-worth and academic self-concept varied as a function of school SES. 
Specifically, higher school SES was associated with higher general self-worth and academic self-
concept.  There  was  no  significant  association  between  school  SES  and  adolescents’  social  self-
concept. The interaction between participation in ECAs and school SES approached significance 
for general self-worth. This trend indicated that as school SES increased the effect of 
participation in ECAs on general self-worth decreased. Thus, the positive link between 
participating in ECAs and general self-worth was marginally stronger for youth from low SES 
schools. Academic self-concept was significantly predicted by the interaction between 
participation in ECAs and school SES. As school SES increased the link between participation in  
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Table 3. Results of 2-level hierarchical liner models testing the link between participation in  
 
ECAs and general self-worth and academic and social self-concept, school SES and general self- 
 
worth and academic and social self-concept, and cross-level interactions.  
 
Note: *p  <  .05.  **p  <  .01. +p  <  .10. 
 
ECAs and academic self-concept decreased, indicating that the positive link between 
participation in ECAs and academic self-concept was stronger for adolescents from lower SES 
schools. The interaction between participation in ECAs and school SES was not significant for 
social self-concept.     
Developmental Experiences Predicting Self-Worth and Self-Concepts 
To investigate the third hypothesis, hierarchical linear models were conducted to test the within-
person effects of the developmental experiences identity exploration and reflection, success, goal 
setting, and peer interactions on general self-worth and academic and social self-concept. The 
fourth hypothesis was tested by investigating whether there was a cross-level interaction between 
the four developmental experiences at Level 1, and school SES at Level 2. Analyses were run 
 
 
General self-worth Academic self-concept Social self-concept 
 
 
Coefficient SE Coefficient SE Coefficient SE 
Level 1 – Within Person 
 
      
Intercept 
 
4.36*** .07 4.52*** .07 4.51*** .06 
Participates in ECAs 
 
.44*** .10 .31** .11 .32** .11 
Level 2 – Between Person 
 
      
School SES  
 
.03* .01 .04*** .01 .02 .01 
Participates in ECAs X 
School SES (slope) 
 
-.02+ .01 -.03* .01 -.01 .01 
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separately for each of the experiences in sport (see Table 4) and in non-sport activities (see Table 
5). As the relationship between the Level 2 school SES variable and general self-worth and 
academic and social self-concept were reported in the previous section, these results are not 
repeated.  
 General self-worth. In support of hypothesis 3, all four developmental experiences in 
both sports (see Table 4) and activities (see Table 5) were found to be significant predictors of 
general self-worth. Experiences of identity exploration and reflection in sports and in activities 
positively  predicted  an  adolescent’s  general self-worth. Similar results were found for 
experiences of success in sports and activities, experiences of goal setting in sports and activities, 
and experiences of peer interactions in sports and activities.  
 Academic self-concept. Adolescents’  academic self-concept was also significantly 
predicted by the four developmental experiences in sports (see Table 4) and in activities (see 
Table 5). Having greater experiences of identity exploration and reflection in sports and activities 
predicted higher academic self-concept, as did experiences of success in sports and activities, 
goal setting in sports and activities, and peer interactions in sports and activities. 
 Social self-concept. Social self-concept was significantly predicted by all four 
developmental experiences in sports (see Table 4) and by three of the four experiences in 
activities (see Table 5). Experiences of identity exploration and reflection in sports, but not in 
activities,  positively  predicted  adolescents’  social  self-concept. Experiences of success, goal 
setting, and peer interactions, in both sports and activities, also predicted higher social self-
concept.   
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Table 4. Results of 2-level hierarchical liner models testing the link between developmental  
 
experiences in sports and general self-worth and academic and social self-concept, and cross- 
 
level interactions. 
 
 
 
General self-worth Academic self-concept Social self-concept 
 
 
Coefficient SE Coefficient SE Coefficient SE 
Level 1 – Within Person 
 
      
Intercept 
 
4.51*** .06 4.61*** .09 4.64*** .07 
Success in Sports 
 
.61*** .05 .38*** .05 .60*** .05 
Level 2 – Between Person 
 
      
School SES  
 
.01* .00 .02** .01 .01 .01 
Success in Sports X 
School SES (slope) 
 
-.03* .01 -.02*** .01 -.01 .01 
Level 1 – Within Person 
 
      
Intercept 
 
4.51*** .06 4.64** .08 4.64*** .07 
Goal Setting in Sports 
 
.34*** .03 .28*** .03 .27*** .04 
Level 2 – Between Person 
 
      
School SES  
 
.01* .00 .02** .01 .01 .00 
Goal Setting in Sports X 
School SES (slope) 
 
-.01 .01 -.01 .01 -.00 .01 
Level 1 – Within Person 
 
      
Intercept 
 
4.51*** .06 4.61*** .09 4.65*** .08 
Peer Interactions  in Sports 
 
.43*** .05 .36*** .05 .48*** .06 
Level 2 – Between Person 
 
      
School SES  
 
.01 .71 .014*** .00 .01 .01 
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Peer Interactions in Sports 
X School SES (slope) 
 
-.02* .01 -.02*** .00 -.01 .01 
Level 1 – Within Person 
 
      
Intercept 
 
4.52*** 0.6 4.62*** .09 4.65*** .07 
Identity Exploration & 
Reflection  in Sports 
 
.38*** .04 .26*** .05 .26*** .04 
Level 2 – Between Person 
 
      
School SES  
 
.01* .01 .02** .01 .01 .01 
Identity Exploration & 
Reflection  in Sports X 
School SES (slope) 
-.01** .00 -.01+ .01 -.01* .00 
 
Note: *p  <  .05.  **p  <  .01. ***p  <  .001. +p  <  .10. 
 
 
 
 
Table 5. Results of 2-level hierarchical liner models testing the link between developmental  
 
experiences in activities and general self-worth and academic and social self-concept, and cross- 
 
level interactions. 
 
 
 
General self-worth Academic self-concept Social self-concept 
 
 
Coefficient SE Coefficient SE Coefficient SE 
Level 1 – Within Person 
 
      
Intercept 
 
4.49*** .09 4.79*** .07 4.60*** .11 
Success in Activities 
 
.38*** .06 .34*** .06 .32*** .04 
Level 2 – Between Person 
 
      
School SES  
 
.01+ .01 .01* .00 .01 .01 
Success in Activities X 
School SES (slope) 
 
-.01 .01 -.01 .01 -.01 .01 
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Level 1 – Within Person 
 
      
Intercept 
 
4.49*** .09 4.78*** .06 4.59*** .11 
Goal Setting in Activities 
 
.15*** .04 .16*** .04 .17*** .04 
Level 2 – Between Person 
 
      
School SES  
 
.01* .01 .01** .00 .01 .01 
Goal Setting in Activities 
X School SES (slope) 
 
-.01 .01 -.01 .00 -.01 .01 
Level 1 – Within Person 
 
      
Intercept 
 
4.49*** .10 4.78*** .07 4.58*** .12 
Peer Interactions  in 
Activities 
 
.27*** .05 .18** .05 .28*** .05 
Level 2 – Between Person 
 
      
School SES  
 
.01+ .01 .01** .00 .01 .01 
Peer Interactions in 
Activities X School SES 
(slope) 
 
-.02* .01 -.01** .00 -.01 .02 
Level 1 – Within Person 
 
      
Intercept 
 
4.51*** .10 4.74*** .06 4.62*** .11 
Identity Exploration & 
Reflection  in Activities 
 
.15** .06 .17*** .05 .05 .05 
Level 2 – Between Person 
 
      
School SES  
 
.01 .01 .01*** .00 .01 .01 
Identity Exploration & 
Reflection  in Activities X 
School SES (slope) 
-.01 .01 -.01 .01 -.01 .02 
Note: *p  <  .05.  **p  <  .01. ***p  <  .001. +p  <  .10. 
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Assessing the Interactive Effect of School SES  
 
 In order to investigate hypothesis 4, the interactive effect of school SES on the 
relationship between the developmental experiences and general self-worth and academic and 
social self-concept were examined. As the prior analysis indicated that social self-concept did not 
significantly vary by school SES, significant interactions would not be expected for social self-
concept, and therefore these results are not discussed (but are supplied in Table 4 and 5).  
General self-worth. There was a significant interaction between experiences of success in sports 
and school SES in the model predicting general self-worth (see Table 4). The association 
between experiences of success in sports and general self-worth was stronger for youth from 
lower SES schools. This interaction is illustrated in Figure 1. The interactions between 
experiences of peer interactions in sports (see Table 4) and in activities (see Table 5) and school 
SES, in the models predicting general self-worth, were also significant. Consistent with the 
previous finding, the relationship between experiences of peer interactions in sports and in 
activities was stronger for youth from lower SES schools. Graphic representations of these two 
interactions resulted in a similar pattern to that of Figure 1. Finally, general self-worth was also 
predicted by the interaction between experiences of identity exploration and reflection in sports 
and school SES (see Table 4). The association between experiences of identity exploration and 
reflection in sports and general self-worth was stronger for adolescents from low SES schools.  
 Academic self-concept. The interaction between experiences of success in sports (see 
Table 4) and school SES was significant in the model predicting academic self-concept. The 
relationship between experiences of success in sport and academic self-concept was stronger for 
youth from lower SES schools. Experiences of peer interactions in both sports (see Table 4) and 
activities (see Table 5) interacted with school SES in the models predicting  
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Figure 1. The interaction between experiences of success in sports and school  
 
SES in the model predicting general self-worth.   
 
 
academic self-concept. As with the previous significant interactions, the link between 
experiences of peer interactions in sports and in activities was stronger for adolescents from low 
SES schools. The interaction between experiences of peer interactions in sports and school SES 
in the model predicting academic self-concept is illustrated in Figure 2. 
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Figure 2. The interaction between experiences of peer interactions in sports and  
 
school SES in the model predicting academic self-concept.   
 
 
 
 
 
Discussion 
 
 Participation in extracurricular activities is a productive use of leisure time for 
adolescents, providing diverse opportunities for development and growth (Larson, 2000). A 
broad range of positive developmental experiences has been documented during participation in 
activities (Larson et al, 2006; Hansen et al, 2003), and it is theorized that these positive 
experiences  may  contribute  to  an  adolescent’s  sense  of  self.  As  participation  in  activities  appears  
to be particularly beneficial for adolescents from more economically disadvantaged backgrounds 
(Marsh, 1992a; Marsh & Kleitman, 2002), the link between the positive experiences afforded by 
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participation in activities and sense of self was expected to be stronger for these youth, who may 
have limited opportunities for such experiences in other contexts of their lives. Therefore, in the 
present study we had two major goals: to examine whether the developmental experiences that 
occur during structured extracurricular activities were linked to a more positive self-concept for 
adolescents, and to investigate whether this link was particularly salient for adolescents from 
more disadvantaged schools.  
As hypothesized, adolescents from low SES schools were overrepresented among youth who 
participated in no structured extracurricular activities. Our second hypothesis was also largely 
supported, as the association between participation in activities and sense of self was stronger for 
youth from more disadvantaged schools. Previous studies investigating the interactive effect of 
socioeconomic status with participation have been mixed (e.g., Fredricks & Eccles, 2006; Hull et 
al., 2008; Marsh, 1992a, Marsh & Kleitman, 2002). These results further our understanding of 
the moderating relationship of school SES on participation in activities by showing that 
participation in extracurricular activities may be of particular significance to adolescents from 
low SES schools. Furthermore, this finding is important because, as was shown in previous 
research (Twenge & Campbell, 2002), the adolescents from low SES schools in our study had 
significantly lower general self-worth and academic self-concept than did the youth from more 
economically advantaged schools. Thus, special attention needs to be paid to providing 
opportunities to youth at economically disadvantaged schools. 
 The third hypothesis was largely supported, as having experiences of identity exploration 
and reflection, success, goal setting, and peer interactions during participation in structured 
extracurricular  activities  positively  predicted  adolescents’  general  self-worth as well as social 
and academic self-concept. Experiences in both sports and non-sport activities generally 
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predicted a more positive sense of self. This finding is not surprising, as research consistently 
indicates that participation in a variety of activity types is linked to positive developmental 
outcomes (Eccles & Barber, 1999; Fredricks & Eccles, 2008). The research of Larson and 
colleagues (Larson et al., 2006; Hansen et al., 2003) has shown variations in the degree to which 
different structured extracurricular activities provide developmental experiences, and our results 
suggest  these  differences  may  have  an  impact  on  the  outcomes  linked  to  adolescents’  
participation in activities. However, this relationship appears to be contingent on certain 
situations, since our results indicated that the link between the developmental experiences and a 
positive sense of self was moderated by school SES. We found a number of significant 
interactions between school SES and the developmental experiences, indicating that, as 
hypothesized, the link between the developmental experiences during participation in activities 
and self-concept was stronger for adolescents from low SES schools. For adolescents at low SES 
schools, having experiences of success or identity exploration and reflection during sports 
participation was strongly associated with a more positive sense of self, whereas for adolescents 
from more advantaged schools this association was significantly weaker. It is possible that the 
positive developmental experiences afforded by participation in activities play a particularly 
salient role when there is a deficit. That is, such experiences are of a greater importance for 
adolescents at low SES schools, as other contexts in their lives may be less developmentally 
optimal in comparison to adolescents from more economically advantaged schools. It may be 
that for youth at lower SES schools there are fewer opportunities to experience success, and less 
time and emphasis spent on encouraging identity related endeavors (e.g., thinking about and 
exploring possible future educational and occupational pursuits). Such limitations are likely a 
product of resource-stretched and stressed environments. Therefore, the provision of such 
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experiences during participation in extracurricular activities is likely to be particularly important 
for youth from less advantaged schools who may not be having these experiences elsewhere.  
There are methodological limitations that should be considered when interpreting the results of 
the present study. As the analyses are cross-sectional, it is not possible to determine the direction 
of  effects  between  participation  in  activities  and  adolescents’  sense  of  self.  It  is  possible  that  
adolescents from lower SES schools who choose to participate in structured extracurricular 
activities start with a more positive sense of self. However, as previous longitudinal research has 
found participation in extracurricular activities to predict a more positive self-concept, 
particularly for low SES adolescents (Marsh, 1992a), it is plausible to suggest that such a 
relationship exists in the current study. Furthermore, our focus on the specific experiences 
occurring  during  participation  in  extracurricular  activities  that  predict  adolescents’  self-concept 
offers an explanatory mechanism, and is a prominent strength of the study. Nonetheless, it is still 
possible that adolescents with a more positive self-concept perceive that their extracurricular 
activities provide more positive developmental experiences than do adolescents with a less 
positive self-concept. This conclusion, however, finds less support when the interactive effect of 
school SES is taken into account. For adolescents from more economically advantaged schools, 
having a higher self-concept was not always associated with higher levels of developmental 
experiences; however, for adolescents attending lower SES schools there was a consistent 
positive relationship between the level of developmental experiences and self-concept. Although 
longitudinal research is required in order to draw firm conclusions regarding the direction of this 
association, our study provides an important contribution towards understanding the processes by 
which involvement in activities may influence positive development.   
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Much of the research on structured extracurricular activities has been concerned with the 
outcomes or effects of participation. Although we now have a good understanding of the range of 
positive outcomes associated with participating in activities, less is known about the mechanisms 
responsible for these effects. We consider the positive developmental experiences that occur 
during structured extracurricular activities to be one of the mechanisms by which participation in 
activities facilitates positive adolescent development, and the current findings support this 
proposition. Structured extracurricular activities provide youth with a broad array of experiences, 
and for some youth, particularly those from less advantaged backgrounds, these experiences may 
not be present in other contexts of their lives, making the experiences in extracurricular activities 
of even greater importance. In addition to the identity-related experiences being associated with a 
positive sense of self, a finding that is consistent with previous research (Coatsworth et al., 
2006), three other diverse developmental experiences were also identified as significant 
predictors of positive self-concept, and it is highly likely that other experiences in activities are 
also  linked  to  adolescents’  sense  of  self.  Together  with  the  growing knowledge base surrounding 
the contextual benefits that are afforded by participation in activities, such as a prosocial peer 
group, and contact with positive non-familial adults, the personal and interpersonal assets elicited 
by activities and identified in this study offer a psychological mechanism whereby participation 
in activities facilitates positive youth development. 
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PREFACE TO CHAPTER SEVEN 
 Study 4 showed that the positive developmental experiences that occurred during 
participation in structured activities predicted a more positive general self-worth and social 
and academic self-concept. Furthermore, the findings of Study 4 highlighted the importance 
of structured activities for youth from disadvantaged backgrounds. Adolescents from low 
socio-economic status schools who participated in structured activities had a more positive 
general self-worth and social self-concept than adolescents from similar socio-economic 
schools who did not participate in any structured activities. It appears that the positive 
developmental experiences that occur during participation in structured leisure activities may 
be particularly important for low SES youth, as the link between these experiences and self-
concept was found to be stronger for youth from economically disadvantaged backgrounds.  
Both Study 1 and Study 4 have shown that participation in structured leisure activities 
is positively associated with adolescent self-concept. However, both studies utilise cross-
sectional data and therefore interpretation of the findings is limited by the issue of causality. 
Study 5 uses five years of longitudinal data, spanning the entire high school period, to 
thoroughly investigate the impact of participation in structured leisure on adolescent self-
concept. Latent growth curve modeling, a sophisticated statistical technique that allows for 
the prediction of individual difference in trajectories of development, is utilized in order to 
determine whether involvement in structured leisure activities predicts changes in adolescent 
self-concept over time. Furthermore, the analyses in Study 5 control for a range of individual 
characteristics that could be theorized to contribute to the findings, an additional strength of 
the study.  
The conceptualised links that are investigated in Study 5 are represented by the 
shaded portion of the model in Figure 1e. Specifically, Study 5 investigates whether breadth 
of participation in structured leisure activities during early adolescence predicts trajectories of 
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social and academic self-concept and general self-worth across the high school years. 
Measuring  adolescents’  breadth  of  activity  participation  captures  the  range  of  contexts  in  
which youth are involved and thus the diverse developmental opportunities they are regularly 
exposed to. Breadth of activity participation does not simply refer to the number of activities 
an adolescent participates in, rather the variety of activities a youth is involved in, and 
research has shown greater breadth of participation to be associated with positive outcomes 
(Denault & Poulin, 2009; Fredricks, 2012; Knifsend & Graham, 2012). Involvement in 
multiple activity types provides youth with greater opportunity for developmentally formative 
experiences, and therefore such youth are able to draw on more information when forming 
their self-concepts. Furthermore, engagement in a variety of positive contexts is fundamental 
to  youth  finding  the  right  ‘fit’,  with  more  positive  developmental  trajectories  occurring  when  
there is congruence between environment and developmental needs (Eccles et al., 1993). 
Therefore involvement in a variety of structured activities during early adolescence may 
result in more positive self-concept trajectories.  
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Figure 1e. The conceptual model testing the impact of leisure time activities and experiences on 
adolescent self-concept, situated within the bioecological model of human development. Figure 
shading and bolding represent the portion of the model examined in Study 5. 
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CHAPTER SEVEN 
STUDY 5: BREADTH OF PARTICIPATION IN EXTRACURRICULAR ACTIVITIES 
DURING EARLY ADOLESCENCE PREDICTS SELF-CONCEPT TRAJECTORIES 
ACROSS THE HIGH SCHOOL YEARS. 
 
 
Study 5 is currently under peer review for publication in the journal Child Development. 
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Participation in Extracurricular Activities During Early Adolescence Predicts Self-Concept 
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Abstract  
 
This study used latent growth curve models to examine the trajectories of general self-worth 
and social and academic self-concept across the high school years for 1,329 youth (54% 
female; 12-14 years old at time 1) and to investigate whether breadth of extracurricular 
activity participation during early adolescence predicted changes in self-concept. General 
self-worth and social and academic self-concept all followed a quadratic developmental 
trajectory, declining across the early to middle high school years. The rate of decline slowed 
over time and increases in each of the domains occurred during the final years of high school. 
Breadth of activity participation during early adolescence, controlling for intensity of 
participation, was found to reduce the rate of decline in general self-worth and academic self-
concept.  
 
 
 
 
 
 
 
 
Keywords: Self-concept trajectory; Breadth of extracurricular participation; Early 
adolescence. 
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Breadth of Participation in Extracurricular Activities During Early Adolescence 
Predicts Self-Concept Trajectories Across the High School Years. 
 
Extracurricular activities offer important developmental opportunities for youth to 
explore and refine their identities and interests. Each activity in which adolescents participate 
exposes them to a variety of personal and interpersonal developmental experiences (Hansen, 
Larson, & Dworkin, 2003), some of which are unique to that particular type of activity 
(Larson, Hansen, & Moneta, 2006). It is well documented that participation in organized 
activities is good for youth, with links to multiple positive outcomes (see Feldman & 
Matjasko, 2005; Feldman Farb & Matjasko, 2012). Less is known about the long-term effect 
of involvement in multiple activity contexts, although participation in a broad range of 
activities predicts better academic outcomes, greater civic engagement and less involvement 
in risk behavior, than does participation in a single activity (Denault & Poulin, 2009; 
Fredricks, 2012; Knifsend & Graham, 2012; Rose-Krasnor, Busseri, Willoughby, & 
Chalmers, 2006). This study tests whether greater breadth of extracurricular activity 
participation during early adolescence results in more positive self-concept trajectories across 
adolescence. As activities are contexts for identity exploration (Coatsworth et al., 2005), the 
diverse opportunities afforded through participation in a variety of activities are likely to have 
an  impact  on  adolescents’  development  of  their  self-concept. We know that activity 
participation  is  linked  to  an  adolescent’s  self-concept (Blomfield & Barber, 2009, 2011; 
Marsh, 1992a), but we do not know whether engagement in a range of activities early in high 
school contributes to shifting attitudes toward the self throughout the high school years. 
Adolescence is characterized by the exploration and development of identity (Erikson, 
1963); ideally this occurs through opportunities for exploration (Marcia, 1966). Through a 
variety of interpersonal relationships, experiences, and associations with institutions, 
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adolescents learn about themselves and develop their self-concepts (Crocker & Knight, 2005; 
Harter, 1999). Self-concept, defined as a collection of knowledge structures about the self, 
includes multiple dimensions such as social, academic, physical, and behavioral (Harter, 
1999). These domains of self-concept are associated with both their corresponding domain-
specific  behaviors  and  motivations,  and  they  contribute  to  individuals’  overall  evaluative  
opinion of themselves, or general self-worth (Shapka & Keating, 2005). In the present study, 
we focus on academic and social self-concepts, because development in these two domains is 
an essential task during the high school years; and general self-worth, because this construct 
is associated with psychological health. Academic self-concept is fundamental to the 
development of academic motivation, and plays a pivotal role in school belonging and 
engagement, achievement, and educational aspirations and goals (Eccles, Wigfield, Harold, 
& Blumenfeld, 1993; Raufelder, Sahabandu, Sánchez Martínez, & Escobar, 2013). Social 
self-concept is critical in development of social skills and interpersonal relationships (Harter, 
1999). Though self-concept is generally found to decline on average across adolescence 
(Fredricks & Eccles, 2002; Jacobs, Lanza, Osgood, Eccles & Wigfield, 2002; Nagy et al., 
2010; Watt, 2004), there is variability in the extent to which this is true, both across domains, 
and between students (Molloy, Ram, & Gest, 2011; Montague, Enders, Dietz, Dixon, & 
Cavendish, 2008; Young & Mroczek, 2003).  Early adolescence is an important period for 
development of self-concept, and shifts in self-perceptions can have enduring effects. 
Discovering potentially modifiable contextual predictors of healthy adolescent self-concept 
development should therefore be a research priority. 
Youth who participate in few structured activity contexts may have less opportunity 
than highly involved youth for interactions with adult mentors and constructively engaged 
peers. Limited social interactions in the extracurriculum may result in fewer positive 
appraisals from key others to draw on in forming or shifting self-concepts. For adolescents 
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involved in a variety of activity contexts, there is greater opportunity to explore a range of 
options, considered essential for healthy identity achievement. Such exposure affords youth 
the opportunity to examine who they are in different situations. Extracurricular activities 
provide an avenue for adolescents  to  ‘try  out’  who  they  are.  Does  the  sporting  identity  ‘fit’?  
Or does being on stage performing provide them with greater personal satisfaction? This 
exposure  and  exploration  is  fundamental  to  youth  finding  the  right  ‘fit.’  As  suggested  in  
stage-environment fit theory, extensive psychological benefits, and consequently more 
positive developmental trajectories, occur when there is congruence between environment 
and developmental needs (Eccles, Midgley, Wigfield, Miller Buchanan, Reuman, Flanagan, 
& Mac Iver, 1993). As such, voluntary involvement in multiple activity types will facilitate a 
better  ‘fit’,  and  when  activities  ‘fit’  identity,  the  value  of  participation  is  at  its  highest  (Eccles  
& Barber, 1999, Eccles, Barber, Stone, & Hunt, 2003). The exposure to multiple activity 
types  is  of  particular  importance  during  the  period  of  early  adolescence.  The  ‘fit’  that  youth  
experience though extracurricular activity participation may help to counteract any 
concurrent sense of uncertainty experienced in the transition to secondary schooling and thus 
help to buffer some of the declines in self-concept typically reported. The present study 
examines whether engagement in a range of extracurricular activities during early 
adolescence predicts a more positive developmental course of self-concept.  
Breadth of Activity Participation  
Refinement in the way extracurricular activity participation is operationalized, beyond 
the historically predominant dichotomous yes/no measure of participation, has resulted in a 
more nuanced understanding of the processes by which activity involvement benefits youth. 
Participation in different types of activities has been linked to different outcomes (Blomfield 
& Barber, 2010; Fredricks & Eccles, 2005), and the experiences that occur during 
participation also vary across different types of activities (Hansen et al., 2003; Larson et al., 
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2006).  Measuring  adolescents’  breadth  of  activity  participation  captures  the  number  of  
different types of contexts in which they are involved and thus the diverse developmental 
opportunities to which an adolescent may be regularly exposed. Breadth of activity 
participation does not simply refer to the number of activities in which an adolescent 
participates, rather the variety of activities in which a youth is involved. For example, an 
adolescent involved in two or three different sports, such as tennis, basketball and swimming, 
receives a breadth score of one, while an adolescent taking part in two different types of 
activities, such as sports (e.g., tennis) and performing arts (e.g., drama club), receives a 
breadth score of two. In this way, diverse types of experiences are captured, offering insight 
into how eclectic a participation portfolio is, that cannot be obtained with additive measures 
of involvement. Indeed, breadth of activity participation has been linked to a number of 
positive  adolescent  outcomes.  In  Fredricks’s  (2012)  research,  breadth  of  participation  in  10th 
grade was a positive predictor of academic outcomes in grade 12 and two years post high 
school. Similar results were found by Knifsend and Graham (2012), where breadth of 
participation was positively associated with school belonging and academic achievement. In 
addition, less involvement in risk behaviors (Rose-Krasnor et al., 2006), higher levels of 
successful development (Busseri, Rose-Krasnor, Willoughby, & Chalmers, 2006), and greater 
civic development (Denault & Poulin, 2009) have all been positively associated with breadth 
of activity participation. Previous research has also looked at developmental change in 
breadth trajectories, and breadth of participation during the important period of early 
adolescence was the major predictor of academic orientation and civic development above 
and beyond changes in breadth over time (Denault & Poulin, 2009). Research has yet to 
investigate whether breadth of activity participation is associated with the developmental 
course of self-concept.   
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In order to accurately investigate the impact of breadth of activity participation a 
concurrent consideration of intensity of activity participation is necessary. Intensity of 
participation, typically measured by the number of hours an adolescent spends engaged in 
extracurricular activities, is another method by which extracurricular activity participation 
has been operationalized. Although there is a degree of overlap between breadth and intensity 
of participation, these two constructs capture unique dimensions of activity participation. For 
instance, an adolescent who participates in a variety of different extracurricular activities at a 
low to moderate intensity would have a total level of participation intensity similar to an 
adolescent who only participates in one activity at a high level of intensity. While these two 
adolescents have similar levels of participation intensity, their breadth of participation is 
different. This differentiation is particularly important given the conceptualization of 
extracurricular  activities  as  contexts  for  developmental  opportunities.  It  is  adolescents’  
breadth of activity participation, irrespective of their intensity, that we consider to be 
particularly beneficial to the development of a more positive self-concept, as it is the number 
of different contexts, rather than the amount of time spent, which provide youth with multiple 
opportunities to explore and refine their identities.  
The Present Study 
The present study had two goals. First, although research has explored the 
developmental trajectories of self-concept, the results are mixed. In general, declining 
patterns are found (Fredricks & Eccles, 2002; Jacobs et al., 2002; Nagy et al., 2010; Watt, 
2004), however some research suggests the opposite, showing increases in the developmental 
course for certain domains of self-concept (Molloy et al., 2011; Montague et al., 2008; Young 
& Mroczek, 2003). Furthermore, the majority of these studies focus on more specific 
domains of self-concept, such as math and English self-concept, whereas our focus is on 
capturing the developmental progression of self-concept in the two content areas of academic 
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and social self-concept, as well as the more global self-perception of general self-worth. The 
potential disparity in the development course of the two specific domains of self-concept is 
highlighted  in  Molloy  and  colleagues’  (2011)  research  with elementary school children that 
showed significant declines in academic self-concept from grades three to seven but growth 
in social self-concept  across  this  time  period.  We  extend  Molloy  and  colleagues’  research  
(2011) into the high school years and add to this body of literature by mapping the 
developmental course of academic and social self-concept, and general self-worth, across five 
years of adolescence.  
Our primary aim was to investigate whether breadth of extracurricular activity 
participation during the important period of early adolescence predicted self-concept 
trajectories across adolescence, controlling for intensity of participation. Early adolescence is 
an important period for the developmental course of self-concept. During this period 
adolescents are navigating transitions in schooling as well as adjusting to the multitude of 
physical, cognitive and social changes that occur at this developmental stage. Engagement in 
a broad range of extracurricular activities during this important period may help to facilitate a 
more positive developmental course by providing youth with multiple constructive contexts 
in which to explore and refine their changing identity. Prior research suggests that 
extracurricular activities are environments that foster a more positive self-concept (Blomfield 
& Barber, 2009, 2011; Marsh, 1992a); however, no previous study has investigated whether 
breadth of activity participation predicts trajectories of self-concept. We hypothesized that a 
greater breadth of extracurricular activity participation during early adolescence would 
predict more positive trajectories of academic and social self-concept and general self-worth. 
As trajectories of self-concept and self-worth have been found to vary by gender (Fredricks & 
Eccles, 2002; Nagy et al., 2010; Young & Mroczek, 2003) and socioeconomic background 
(Falci, 2011), and identity development is influenced by ethnicity (Pahl & Way, 2006) we 
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controlled for these variables. Additionally, as we are arguing that it is the exposure to a 
variety of different developmentally positive contexts that is important, irrespective of the 
amount of exposure, we also control for intensity of participation in extracurricular activities.  
Method 
Participants and Procedure 
The sample included adolescents from 39 high schools involved in the Youth Activity 
Participation Study of Western Australia (YAPS-WA; Author references removed), a 
longitudinal study investigating the leisure time experiences and well-being of Australian 
adolescents. The high schools involved in YAPS-WA were selected to represent the four 
metropolitan school districts and five of the six regional school districts across Western 
Australia. Within each school district the number of schools recruited, and the type of schools 
selected (government n=21; non-government n=18), was determined by the high school 
student enrollment rates for each district. The sample reflects the higher rate of enrollment in 
non-government schools in Western Australia compared to the national average (41%; 
Australian Bureau of Statistics, 2007). In order to include a range of socioeconomic statuses 
the Index of Community Socio-Educational Advantage (ICSEA) was utilized when recruiting 
participating schools (see Author information removed). The ICSESA is a school-level 
measure of SES compiled by the Department of Education and Training using data from the 
Australian Bureau of Statistics. Schools are placed on a numerical scale that indicates their 
comparative socioeconomic advantage based on the education, occupation, income, ethnicity, 
and  single  parent  status  of  each  student’s  household  (Australian  Curriculum,  Assessment  and  
Reporting Authority [ACARA] 2010). Schools in the YAPS-WA sample ranged between two 
standard deviations above and below the state mean.  
The study had ethical approval from the university Human Research Ethics 
Committee, the Education Department, and the Catholic Education Office. Active informed 
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parent and student consent were required to participate. The survey took approximately 40 
minutes to complete and was conducted using a mobile computer lab consisting of either 20 
laptop computers or in more recent years 25 iPads connected to a wireless intranet. An 
equivalent paper survey was available and was provided if a school preferred this. Students 
were informed that their participation was entirely voluntary, and that their responses would 
remain confidential and would not be available to their parents, teachers or school 
administration.    
The present study included 1,329 adolescents (54.3% female) who were involved in 
the YAPS-WA survey during the 5 years of annual data collection, beginning in grade 8. The 
mean age of participants in grade 8 was 13.3 years old (SD = .34 years, range 12–14 years). 
The ethnicity of the sample was 77.5% Caucasian, 6.9% Asian, 2% Aboriginal and Torres 
Strait Islander, and 1.6% African. Apart from 7.1% who did not respond to the ethnicity 
question, the remaining participants (4.9%) were drawn from other ethnic groups. 
Measures  
In grade 8 participants reported their gender (females=0; males=1), age, ethnicity 
(Caucasian=0; all other ethnicities=1), and responded to measures of participation in 
extracurricular activities, general self-worth, and academic and social self-concept. Table 1 
provides the means and standard deviations for each of the measures.   
Participation in extracurricular activities. Participation in extracurricular activities 
(ECA) was assessed in grade 8 by providing students with a list of 30 sports (e.g., basketball, 
netball, swimming) and 24 non-sport structured extracurricular activities (e.g., band, school 
council, drama club), with space at the end of each list to add other structured extracurricular 
activities. The lists were based on previous structured extracurricular activity research (Eccles 
& Barber 1999; Feldman & Matjasko 2007) and Australian pilot testing (author information 
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Table 1. Means, standard deviations, and correlations among model variables.                                       
Variables 1 2 3 4 5 6 7 8 9 10 11 12 13 14 
 
15 
 
16 
 
17 
 
18 
 
19 
 
20 
1.   G8-general s-w -                    
2.   G9- general s-w .51** -                   
3.   G10- general s-w .48** .57** -                  
4.   G11- general s-w .38** .55** .59** -                 
5.   G12- general s-w .34** .45** .53** .65** -                
6.   G8-social s-c .61** .30** .28** .20** .21** -               
7.   G9-  social s-c .36** .61** .34** .34** .27** .49** -              
8.   G10-  social s-c .36** .37** .60** .37** .29** .47** .53** -             
9.   G11-  social s-c .28** .38** .35** .63** .39** .38** .49** .59** -            
10. G12-  social s-c .21** .29** .30** .42** .53** .38** .47** .51** .63** -           
11. G8- academic s-c .75** .43** .43** .35** .34** .51** .26** .30** .23** .20** -          
12. G9-  academic s-c .44** .75** .49** .45** .38** .22** .45** .30** .29** .21** .53** -         
13. G10- academic s-c .40** .46** .77** .47** .44** .20** .21** .43** .25** .24** .48** .56** -        
14  G11- academic s-c .32** .46** .47** .75** .51** .13** .23** .23** .43** .29** .39** .52** .57** -       
15. G12- academic s-c .29** .39** .43** .48** .71** .13** .17** .19** .28** .36** .40** .47** .55** .59** -      
16.  G8- Breadth .14** .17** .17** .18** .10* .08* .08* .10** .10* .07 .17** .16** .17** .17** .10* -     
17.  G8- Intensity .15** .10* .11** .15** .12* .13** .10** .08* .12** .10* .13** .04 .10** .10* .09 .44** -    
18. Gender  -.02 .07* .08* .07 .06 -10** -.05 -.09** -.01 -.05 -.02 .03 
.07*.0
3 
.07* 
.07* 
.11** 
.11** 
.06 
06 
-.05 
-.05 
.15** 
.15** 
-   
19. Ethnicity -.05 .07* .01 -.02 .06 -.06 .03 -.02 .08* .06 -.05 .10** 
 
.10** 
-.01 
 
-.01 
.03 
 
.03 
.04 
 
.04 
.02 
 
.02 
.03 
 
.03 
-.01 
 
-.01 
-  
20. SES  .12** .16** .16** .19** .18** .12** .15** .15** .21** .16** .17** .19** .15** .21** .15** .30** .22* .13** -.04 - 
Mean 4.58 4.44 4.41 4.37 4.43 4.64 4.59 4.51 4.46 4.50 4.63 4.62 4.46 4.45 4.54 1.52 9.92 - - - 
Standard Deviation 0.93 1.00 1.00 0.94 0.88 0.98 1.00 0.99 1.01 0.92 1.01 1.12 1.07 1.00 .92 97. 6.76 - - - 
Note: Gender (females=0; males=1); Ethnicity (Caucasian=0; other=1). *p<.05, **p<.01, ***p<.001. 
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removed). Participants were asked to indicate all the structured/organized extracurricular 
activities that they were involved in during the school year, outside of school hours, and to 
report on the number of hours per week that they participated in the sport/non-sport activity.  
ECA intensity. Consistent with research in this field (for example Darling, 2005; 
Denault & Poulin, 2009; Fredricks & Eccles, 2005) intensity of participation in 
extracurricular activities was the sum of the number of hours an adolescent reported 
participating in each extracurricular activity per week.  
 ECA breadth. Breadth of extracurricular activity participation was created by 
categorizing all of the extracurricular activities into 6 activity types: Sports, performance & 
fine arts, academic clubs, recreation clubs, service activities, and faith-based clubs. The 
number and type of activity categories selected was based on previous research (Denault & 
Poulin, 2009; Fredricks & Eccles, 2006; Larson et al., 2006). Following this categorization a 
sum was computed to reflect the number of different extracurricular activity types in which 
an adolescent participated.    
General Self-Worth 
The measure of general self-worth was drawn and adapted from existing scales 
(Marsh,1992b, c, d), and has been utilized and published in our previous work (author 
references  removed).  The  measure  consists  of  4  items  (e.g.,  ‘‘A  lot  of  things  about  me  are  
good’’)  assessed  on  a  6-point Likert scale (1: False, not like me at all; 6: True, this describes 
me very well). Both previous research and the current study have found the scale to have 
good reliability across the 5 waves (Cronbach’s  αw1=  .82;;  αw2=  .85;;  αw3=  .87;;  αw4= .84; αw5= 
.82).  
Academic and Social Self-Concept 
The measure of academic self-concept consisted of 3 items including  ‘‘I  have  the  
ability  to  be  good  at  most  school  subjects  if  I  try.’’  Social  self-concept was measured with 3 
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items,  including  ‘‘I  am  very  good  at  making  friends.’’  Items  in  each  scale  were  assessed  on  a  
6-point Likert scale (1: False, not like me at all; 6: True, this describes me very well). Items 
were drawn and adapted from existing scales (Marsh, 1992b, c, d), and the measures have 
been utilized in our previous work (author references removed). Both scales were also found 
to have good reliability across the 5 waves (social self-concept: αw1=  .75;;  αw2=  .75;;  αw3= .75; 
αw4= .77; αw5= .73; academic self-concept: αw1=  .79;;  αw2=  .81;;  αw3=  .82;;  αw4= .81; αw5= .77).  
Results 
Preliminary analyses were conducted to examine descriptive properties and 
correlations among study variables. Next, study hypotheses were tested with a series of latent 
growth curve models (LGM) via structural equation modeling. The analyses were conducted 
in three steps. First, separate unconditional models were run for general self-worth, as well as 
academic and social self-concept to test the shape of the mean-level trajectory and the 
variability around this trajectory. Next, we added time-invariant predictors (i.e., ECA 
intensity and ECA breadth) to each of the three separate models in order to investigate 
whether these variables explained significant variability in initial starting values and/or rate 
of change in the outcome variable (i.e.; general self-worth, and academic and social self-
concept). Further, significant effects of ECA breadth on dimensions of self-concept were 
plotted and probed at a mean level of ECA breadth and also at one standard deviation above 
and below the mean. All analyses were run in MPlus, version 6.21 (Muthén & Muthén, 
2009). We estimated all models using Maximum Likelihood estimation and robust standard 
errors. The advantage of the FIML procedure is that it uses all the information of the 
observed data (Enders, 2010). 
Descriptive Statistics 
Means, standard deviations, and correlations among model variables are presented in 
Table 1. General self-worth and social and academic self-concept were significantly and 
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moderately correlated at each time point; the strength of the association between these 
variables was stronger at the same point of measurement than across waves. With regard to 
covariates, males had a more positive general self-worth (in grades 9 and 10) and academic 
self-concept (in grades 10 and 11) than females, whereas females had a more positive social 
self-concept (in grades 8 and 10) than males. In addition, males participated in activities more 
intensively than females. Adolescents from non-Caucasian ethnic backgrounds had a more 
positive general self-worth and academic self-concept in grade 9, and a more positive social 
self-concept in grade 11, than Caucasian adolescents. Socioeconomic status was positively 
correlated with all variables other than ethnicity, with adolescents from more economically 
advantaged backgrounds having a more positive general self-worth and social and academic 
self-concepts at all waves, and participating more intensively and in a greater breadth of 
activities in grade 8, compared to their peers from lower socioeconomic backgrounds. 
Intensity and breadth of participation were consistently and positively associated with general 
self-worth and social and academic self-concepts at each wave (with the exception of breadth 
and social self-concept in grade 10, and intensity and academic self-concept in grades 9 and 
12). Finally, the correlation between breadth and intensity was significant but moderate, 
indicating that these two constructs, although related, do tap different aspects of activity 
participation. 
Latent Growth Curve Models 
Preliminary latent growth models (LGM) examined overall patterns of change for each 
outcome from grades 8 to 12. The best-fitting unconditional model was determined through 
chi-square difference tests using the Satorra-Bentler scaled Chi-Square (Muthén, & Muthén, 
2005). Model fit was evaluated using Chi-Square, comparative fit index (CFI), and the root 
mean square error of approximation (RMSEA). Values above .95 for the CFI and below .06 
for the RMSEA indicate acceptable fit (Hu & Bentler, 1999). These additional relative fit 
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indices were included as Chi-Square is sensitive to sample size and violations of normality 
(Hu & Bentler, 1999). Results of the nested model comparisons appear in Table 2. Quadratic 
growth models were supported for general self-worth and social and academic self-concept.  
 
Table 2. Univariate model fit indices for growth curves of general  
self-worth and social and academic self-concept. 
 
 
 
 
 
 
 
Note: ***p<.001. 
 
As described below, predictors were then added to each model to determine whether 
ECA breadth in grade 8 predicted significant variability in change in the dependent variable 
across time, controlling for gender, ethnicity, SES, and ECA intensity.1 Significant effects of 
ECA breadth on self-concept were plotted at the mean and one standard deviation above and 
below the mean of breadth. We then created contrast codes (high breadth vs. mean breadth 
vs. low breadth) to further probe the effect of ECA breadth on change in self-concept over 
time.  Specifically,  we  included  these  codes  as  predictors  in  the  LGM’s  to  examine whether 
                                                          
1 We also examined whether the effects of ECA breadth on general self-worth and social and academic self-
concept held  when  “third  variable”  covariates  were  added  to  the models. Specifically, we added grade 8 
depressed mood and self-esteem to the models and results were substantively the same. The more parsimonious 
results are presented here without these covariates.    
 Model fit indices  
        
 df χ2 p CFI RMSEA Δ  χ2  
General self-worth        
1. Linear model 10 53.80 .000 .953 .058 -  
2. Quadratic model 6 5.27 .509 1.00 .000 48.47***  
Social self-concept        
1. Linear model 10 30.42 .001 .978 .039   
2. Quadratic model 6 9.85 .131 .996 .022 19.29***  
Academic self-concept        
1. Linear model 10 57.57 .000 .950 .060   
2. Quadratic model 6 3.83 .760 1.00 .000 54.76***  
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there were significant differences in change in self-concept across time at high, mean, and 
low levels of breadth. 
General self-worth. As described in Table 3, Model 1, the mean reported general 
self-worth score in grade 8 was 4.58 and there was a significant average decrease in general 
self-worth (-.16) across early to mid-adolescence, with the rate of decline reducing (.03) and 
leveling off across mid- to late adolescence. Significant variation was found for the intercept 
and linear and quadratic slope. The addition of covariates to the model fit the data well: χ2 
(16) = 12.14, p = .51, CFI = 1.00, RMSEA = .000. As displayed in Table 3, Model 2, ECA 
intensity  significantly  predicted  adolescents’  general  self-worth in grade 8. Youth who spent 
more time participating in extracurricular activities in grade 8 had a higher general self-
worth. Gender predicted changes in general self-worth over time. Across early to mid-
adolescence males had less of a decline in their general self-worth compared to females, but 
across mid- to late adolescence, when the rate of decline slowed and general self-worth began
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Table 3. Unconditional model and effects of covariates on general self-worth, social self-concept, and academic self-concept. 
 General Self-Worth  Social Self-Concept  Academic Self-Concept 
 Model 1 Model 2  Model 1 Model 2 Model 1 Model 2 
Fixed effects        
 Intercept (Grade 8 mean) 4.58 (.03)*** 4.23 (.08)***  4.67 (.03)*** 4.42 (.09)*** 4.62 (.03)*** 4.17 (.09)*** 
     Gender (0=female)  -.09 (.06)   -.27 (.06)***  -.09) (.06) 
     Ethnicity (0=Caucasian)  .06 (.07)   .21 (.08)*  .18 (.08)* 
     SES  .01 (.01)   .01 (.01)**  .01 (.01)*** 
     ECA Hours (Grade 8)  .02 (.01)***   .03 (.01)***  .01 (.01)+ 
     ECA Breadth (Grade 8)  .05 (.04)   -.05 (.04)  .09 (.04)* 
Linear slope (time) -.16 (.03)*** -.37 (.07)***  -.12 (.03)*** -.22 (.08)** -.12 (.03)*** -.33 (.08)*** 
     Gender  .22 (.06)***   .09 (.06)  .21 (.06)*** 
     Ethnicity  .06 (.07)   -.07 (.07)  .06 (.08) 
     SES  .01 (.01)   .01 (.01)  .00 (.01) 
     ECA Hours (Grade 8)  -.01 (.01)   -.01 (.01)  -.01 (.01) 
     ECA Breadth (Grade 8)  .09 (.03)**   .05 (.04)  .08 (.04)* 
Quadratic slope (Time2) .03 (.01)*** .07 (.02)***  .02 (.01)* .03 (.02) .04 (.01)*** .07 (.02)*** 
     Gender  -.04 (.01)***   -.01 (.01)  -.04 (.01)** 
     Ethnicity  -.02 (.02)   .01 (.02)  -.02 (.02) 
     SES  .00 (.01)   -.01 (.01)  .00 (.01) 
     ECA Hours (Grade 8)  .01 (.01)   .01 (.01)  .01 (.01) 
     ECA Breadth (Grade 8)  -.02 (.01)**   -.01 (.01)  -.02 (.01)* 
Random effects        
     Intercept  .50 (.07)*** .47 (.07)***  .53 (.07)*** .48 (.07)*** .68 (.09)*** .64 (.08)*** 
     Linear slope  .13 (.06)* .11 (.06)*  .15 (.06)* .14 (.06)* .21 (.07)** .20 (.07)** 
     Quadratic slope .01 (.01)* .01 (.01)*  .01 (.01)** .01 (.01)* .01 (.01)* .01 (.01)* 
CFI        
RMSEA        
Note: *p<.05, **p<.01, ***p<.001, +p<.10 
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to increase, females had a steeper increase in their general self-worth compared to males2. 
 Breadth of activity participation in grade 8 also predicted differences in general self-
worth over time (see Figure 1). Participation in a greater variety of extracurricular activities 
in grade 8 predicted less of a decline in general self-worth across early to mid-adolescence. In 
addition, ECA breadth at grade 8 also negatively predicted the quadratic slope, which 
indicated that the increase in general self-worth that occurred across mid- to late  adolescence 
was less pronounced for youth who participated in a greater variety of activities. A significant 
regression coefficient between a predictor and a slope is an interaction between the predictor 
and time, or time2 in the case of a quadratic slope (Curran, Bauer, & Willoughby, 2004). 
Therefore the magnitude of the influence of ECA breadth at grade 8 in the prediction of an 
increase (or decrease) in general self-worth will depend on a particular point in time. In order 
to illustrate this interaction we plotted the effect of the predictor, ECA breadth, on the linear 
and quadratic slope of general self-worth. Figure 1 displays the trajectory of general self-
worth at the mean and one standard deviation above and below the mean of breadth. Post hoc 
contrasts indicated that the linear and quadratic slope of general self-worth differed 
significantly between high breadth and low breadth and between mean breadth and low 
breadth, but did not differ significantly between high breadth and mean breadth.
                                                          
2 We also examined whether the effects of ECA breadth on general self-worth and social and academic self-
concept varied as a function of gender by adding an ECA breadth x gender interaction term to each of the 
models as a predictor of the latent growth curves. The interaction term was not a significant predictor of the 
latent growth curves in any of the models and therefore in the interest of parsimony results are presented without 
the interaction term.    
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 Figure 1. Change in general self-worth by breadth of extracurricular activity participation. 
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Social self-concept. The average level of social self-concept in grade 8 was 4.67. Across 
early to mid-adolescence there was a significant decline in social self-concept (-.12) with the 
rate of this decline slowing and a slight increase occurring across mid- to late adolescence 
(quadratic slope = .02; Table 3, Model 1). There was significant variation in the intercept and 
linear and quadratic slopes. The full LGM with covariates fit the data well: χ2 (16) = 16.91, p 
= .39, CFI = .999, RMSEA = .007. As displayed in Table 3, Model 2, several covariates 
predicted social self-concept at time 1, though none predicted linear or quadratic change in 
social self-concept over time. Gender predicted differences in social self-concept in grade 8, 
with female adolescents reporting a higher social self-concept in grade 8 compared to their 
male peers. Social self-concept in grade 8 was also predicted by ethnicity; youth from non-
Caucasian backgrounds had a higher social self-concept compared to Caucasian youth in 
grade 8. In addition, adolescents from higher socioeconomic backgrounds had a higher social 
self-concept in grade 8 than did adolescents from less economically advantaged backgrounds. 
Finally, ECA intensity was a predictor of grade 8 social self-concept; adolescents who spent 
more time participating in extracurricular activities had a higher social self-concept in grade 
8.   
Academic self-concept. As presented in Table 3, Model 1, the average academic self-
concept score in grade 8 was 4.62. Academic self-concept declined (-.12) across early to mid-
adolescence, with the rate of decline slowing and an increase occurring across mid- to late 
adolescence. The intercept and linear and quadratic slope all had significant variation. The 
addition  of  covariates  to  the  model  fit  the  data  well:  χ2 (16) = 23.41, p = .10, CFI = .994, 
RMSEA = .019. Table 3, Model 2 displays the full conditional model. Ethnicity was a 
significant predictor of grade 8 academic self-concept, with youth from non-Caucasian 
backgrounds having a more positive academic self-concept in comparison to Caucasian 
youth. Socioeconomic status also predicted differences in academic self-concept in grade 8. 
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More economically advantaged youth had a higher academic self-concept in grade 8 than did 
their peers from lower SES backgrounds. Gender also predicted changes in academic self-
concept over time. Across early to mid-adolescence boys reported less decline in their 
academic self-concept than girls, but across mid- to late adolescence, when the rate of decline 
slowed and academic self-concept began to increase, females had a steeper increase in their 
academic self-concept than males. Further, changes in academic self-concept over time were 
predicted by ECA breadth. Youth who participated in a greater variety of extracurricular 
activities in grade 8 had less of a decline in their academic self-concept across early to mid-
adolescence. The quadratic slope was also negatively predicted by academic self-concept, 
indicating that the increase in academic self-concept that occurred across mid- to late 
adolescence was not as pronounced for youth with higher ECA breadth. In order to illustrate 
the relationship between breadth of participation in grade 8 and the trajectory of academic 
self-concept across adolescence, we plotted the trajectory of academic self-concept at the 
mean and one standard deviation above and below the mean of ECA breadth (Figure 2). Post 
hoc contrasts indicated that the linear and quadratic slope of academic self-concept 
significantly differed between high breadth and low breadth and between mean breadth and 
low breadth, but did not differ significantly between high breadth and mean breadth.
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Figure 2. Change in academic self-concept by breadth of extracurricular activity participation. 
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Discussion 
Adolescence is a period of rapid development and change, when an individual’s  self-
concept largely becomes solidified, and it is a crucial time to examine the factors that might 
protect or enhance emerging views of the self. The current study contributes evidence on  the 
developmental course of three broad areas of the self across the high school years. We found 
that academic and social self-concept, and general self-worth, all followed a quadratic 
developmental trajectory. Specifically, these three domains showed declines across the early 
to middle high school years; however the rate of this decline slowed over time, with increases 
in each of the domains occurring during the final years of high school. The pattern of steep 
decline in self-concept during early adolescence is consistent with research focused on 
specific academic domains, such as English and math self-concepts (Fredricks & Eccles, 
2002; Jacobs et al., 2002; Nagy et al., 2010; Watt 2004) and highlights potential 
vulnerabilities in self-system formation during this period of development. As positive self-
concept during adolescence is vital, both promoting healthy development (Eccles et al., 1993; 
Gilman & Huebner, 2006) and protecting against maladaptive behaviors and psychological 
problems (Hay, 2000; van Welzenis, 1997), it is exceedingly important to identify contexts 
that may help to buffer this pattern of decline.    
 We have theorized that involvement in a range of different types of structured 
extracurricular activities provides youth with diverse opportunities to explore and refine their 
identity, and that such exposure would subsequently have a positive impact on their self-
concept. Extracurricular activities are contexts that are known to provide a broad range of 
positive personal and interpersonal developmental experiences (Hanson et al., 2003); 
however, the degree to which certain experiences are present does vary across different types 
of activities (Larson et al., 2006). As such, involvement in multiple types of activities affords 
youth the opportunity to find out who they are and to experience different aspects of 
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themselves through interactions with adult mentors and engaged peers. We think that this is 
particularly important during early adolescence, when youth are navigating the physical, 
social, and biological changes of adolescence, as well as adapting to changes in school 
environment and expectations. The results of the present study largely supported this 
proposition; involvement in a number of different types of extracurricular activities during 
early adolescence reduced the degree to which youth experienced a decline in their self-
concept across high school. Specifically, greater breadth of participation in extracurricular 
activities during the first year of high school was a positive predictor of the trajectories of 
general self-worth and academic self-concept. Furthermore, for general self-worth, breadth 
was not a significant predictor of intercept, or the starting point of the trajectory. In other 
words, the effect of breadth on the developmental course of self-worth was not due to pre-
existing differences in self-worth among adolescents who varied in the range of activities in 
which they partook. For students with the lowest breadth of activities in grade 8, the decline 
over the next 2 years was steeper than for more eclectic participants, though they did not 
significantly differ in grade 8 (Figure 1). 
The benefits of engaging in a broad range of extracurricular activities are not limited 
to early adolescence; indeed research has found positive associations with various outcomes 
across a range of ages (Fredricks, 2012; Knifsend & Graham, 2012, Rose-Krasnor et al., 
2006). However, the early adolescent period, particularly the transitionary first year of high 
school, may be a developmentally optimal time for identity exploration via constructive 
contexts. The first year of high school is a key time for adolescents to explore who they are 
and try out different possible selves. As youth acquire the cognitive capacity to 
simultaneously reflect on and evaluate multiple possible identities, they are able to explore 
what  it  feels  like  to  classify  oneself  as  “a  swimmer”  or  “a  musician”  or  “an  activist”.  Through  
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this  exploration  adolescents  are  able  to  discover  which  activities  ‘fit’  them  best,  and  are  better  
able to determine and select the context that is most true to their self-concept. Early exposure 
to a breadth of activities allows youth to identify and subsequently concentrate on an 
environment that is congruent to their developmental needs. Therefore although breadth 
generally declines across the high school years, as Denault and Poulin (2009) have shown, it 
is the early exposure that can facilitate the stage-environment fit and set youth on a particular 
trajectory.  
It is important to note that breadth of activity participation was a significant unique 
predictor of the trajectories of academic self-concept and general self-worth, as intensity of 
participation was controlled. The premise that breadth of activity participation facilitates 
more  accurate  ‘fit’  is  not  dependent  upon  the  intensity  with  which  a  youth is involved in their 
activities. As we have argued, it is the exposure to a variety of different constructive 
developmental contexts that allows for an exploration of identity. 
Unlike academic self-concept and general self-worth, neither the intercept nor the 
developmental course of social self-concept was significantly predicted by breadth of activity 
participation, though number of hours of participation did predict the intercept. This result, 
with breadth controlled in the analysis, suggests that sheer exposure may be more important 
than  diversity  of  settings  to  one’s  social  self-concept, and that factors outside of our study are 
driving the intra-individual changes across the high school years. Alternately, it may be the 
qualities of the settings, rather than quantity, that are more important drivers of social self-
concept. In support of this idea, Blomfield and Barber (2011) found that activity-based 
positive peer interactions and opportunities for identity reflection predicted social self-
concept.  
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Limitations 
There are methodological limitations that should be considered when interpreting the 
results of the current study. Though the sample size was large, it was mostly homogeneous, 
consisting primarily of youth from Caucasian backgrounds. Therefore the current findings 
cannot be generalized to adolescents from other ethnicities. The requirement for active 
parental consent to participate in the study may have also affected the results. This method of 
consent often leads to an under-representation of youth from more disadvantaged 
backgrounds. Although the sample of schools selected for the study was stratified by 
socioeconomic index, the return rate of parental consent was often lower at schools with low 
SES indexes. As activity participation appears to be particularly important for youth from 
disadvantaged backgrounds (Blomfield & Barber, 2011), the effects of the present study 
could be understated as our sample may not capture the youth who might most benefit from 
extracurricular activity participation. Finally, as with most research on activity participation 
selection effects may be operating to some extent. Students who are the most eclectic in their 
participation portfolios may be those who are best off in other ways that may also enhance 
self-concept. That grade 8 breadth predicts the intercept for academic self-concept, with the 
lowest-breadth students reporting lower academic self-concepts, is one indicator of this 
possibility. However, we have controlled for socioeconomic factors and intensity of 
participation, and have examined the role of potential third variables, with encouraging 
results. Together with these controls, the lack of significant prediction by breadth of the 
intercept of self-worth gives some confidence that it is not simply the most advantaged young 
people who can pull off participation in a variety of activities, and who in turn account for the 
most auspicious trajectories. 
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Conclusion 
Youth make choices during adolescence that can affect their life course, picking what 
academic pathways to take and deciding their future goals and aspirations. These choices are 
affected by their self-concepts,  with  adolescents’  motivations  and  behaviors  precipitated  by  
their self-perceptions. Our findings, coupled with previous research, suggest that self-concept 
follows a trajectory of decline during high school. However, for youth who are engaged in a 
range of extracurricular activities during early adolescence this decline is reduced. The 
exposure to multiple diverse positive environments may facilitate youth finding the correct 
developmental  ‘fit’  and  consequently  buffer  against  a  decline  in  self-concept.  
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CHAPTER EIGHT: GENERAL DISCUSSION 
 
Exploration of the self is a primary focus of the period of adolescence, the developmental 
stage in which an individual transitions from child to young adult. Adolescence was 
historically  considered  a  time  of  ‘storm  and  stress’,  a  period of development marked by risky 
behaviour, conflict and mood disruptions (Arnett, 1999). This perception has altered as part 
of the shift throughout the field of psychology to a greater focus on positive human 
functioning, and developmentalists now recognise that adolescence is largely a positive 
period of development. Although the prevention of problem behaviour is still of importance, 
identifying how to promote healthy adolescent development is equally, if not more, 
important. The findings of this thesis support the proposition that leisure time activities are 
contexts that can promote positive development, providing youth with opportunities to 
explore, refine, and develop their self-concept. 
The overarching premise of this thesis is that leisure time activities are important to 
adolescents’  self-concept, and therefore establishing whether an association was present 
between these constructs was the initial focus of the thesis. Self-concept develops through a 
person’s  interaction  with  his  or  her  environment (Harter, 1999), and although adolescents 
may be engaged in multiple contexts, leisure time is the predominant arena in which youth 
are allowed the freedom to choose what they are doing. Adolescent involvement in structured 
activities has previously been shown to be positively associated with self-concept (Daniels & 
Leaper, 2006; Fredricks & Eccles 2005, 2006; Kort-Butler & Hagewen, 2011; Marsh, 1992). 
For the most part previous research has focused on a global or general measure of self, rather 
than more specific aspects of self-concept.  Marsh’s  (1992)  research  did  include  the  more  
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specific self domains of social and academic self-concept, finding a positive relationship 
between involvement in structured leisure and these domains of the self. However, as 
Marsh’s  research  was  conducted  over  20  years  ago  it  was  necessary  to  ascertain  whether  his  
findings were robust with a present day sample of youth. The results of Study 1 were 
consistent  with  Marsh’s  findings;;  youth  who  participated  in  structured  leisure  activities were 
found to have more positive social and academic self-concepts and general self-worth than 
youth who were not involved in structured leisure activities.  
 The second goal of this thesis was to determine whether unstructured leisure time 
activities were associated with adolescent self-concept. Far less research has focused on the 
outcomes or developmental indicators that may be linked to the unstructured activities in 
which youth spend their time. This is likely partly due to the complexity and variability that 
is inherent in the types of activities that fall within the scope of unstructured leisure. Given 
the  vast  array  of  possible  activities  that  can  be  considered  ‘unstructured  leisure’,  this  thesis  
purposely selected a specific unstructured leisure activity, namely use of social networking 
sites (SNSs), as this activity is widely engaged in by youth and could plausibly be considered 
an activity that may be associated with self. As SNSs are a relatively recent leisure time 
activity, the impact of adolescent involvement in SNSs is largely unknown. The findings of 
this  thesis  (Study  2)  suggest  that  adolescents’  use  of  SNSs  is  linked  to  their  self-concept.  
These initial findings support the link between leisure time activities and self-concept, 
and importantly provided the basis on which to proceed with an examination of the specific 
aspects that are important in adolescent leisure time activities. Collectively the five empirical 
studies of this thesis provide a broad understanding of how different aspects of leisure 
activity engagement are associated with adolescent self-concept. Whereas each empirical 
chapter provides a summary and discussion of the findings specific to that chapter, the focus 
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of this chapter is to integrate and discuss the overall findings of this thesis and the resulting 
implications. With a view to integrating the findings of this thesis four sequential questions 
are posed and addressed that highlight the contribution and knowledge that have resulted 
from the work presented in this thesis. 
Theoretical Implications 
Does the Way Youth Engage in Leisure Activities Impact Self-Concept? 
Because the ways in which youth are involved in different leisure time activities is 
complex, this thesis utilised a number of approaches to capture the manner in which youth are 
involved in discretionary time activities. One of the major contributions of this thesis is 
showing that these variations do indeed matter. The different ways in which youth combine 
their activities, the frequency with which they engage in the activities, and the degree to 
which they are invested in the activities, result in different outcomes for their self-concept. In 
terms of involvement in structured leisure activities, the results of this thesis showed that 
participating in more than one type of structured activity was associated with more positive 
self-concept. The important distinction here is that it is the number of different types of 
activities a youth is involved in that is fundamental, not simply the number of activities. 
Feldman and Matjasko (2007) have documented the complexities of adolescent involvement 
in structured leisure activities through identifying 26 possible combinations of activities, with 
the majority of the possible combinations including a sport. This thesis found that youth who 
participated in both a sport and non-sport activity (e.g., drama, school council, band) had 
higher social and academic self-concepts and general self-worth, than youth who participated 
in only sport or non-sport activities. These results held true irrespective of the number of 
activities a youth was involved in. Prior research has shown that involvement in multiple 
activity types is beneficial (Bartko & Eccles, 2003); however, whether this effect was present 
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for specific dimensions of self had not been investigated prior to this thesis. It is theorised 
that adolescents who participate in multiple types of activities are exposed to a greater variety 
of developmental experiences; this in turn helped to foster more positive self-concepts.  
The variability in the ways in which youth engage in their unstructured leisure activity 
via social networking sites (SNSs), was also found to be important to their self-concept. A 
significant contribution of this thesis is the distinction made between frequency of SNS use 
and investment in SNSs. The importance of this distinction is clear when the results 
associated with these two variables are compared. Greater frequency of SNS use was found 
to predict more positive social self-concept. This is suggested to be a result of the increased 
level of peer interactions that are likely to occur for youth who are involved in SNSs more 
frequently. These sites are designed to facilitate interactions among users, providing multiple 
opportunities for users to comment, like, or message one another. Indeed in Valkenburg, 
Peter,  and  Schouten’s  (2006) research, frequency of SNS use was associated with a greater 
number of interactions from others via their SNSs. Social networking sites may provide youth 
with more opportunities to practice social skills, which in turn may help them feel more 
socially capable.  
  In contrast, investment in SNSs was found to be associated with poorer indicators of 
adjustment for youth. Investment in SNSs was found to predict lower self-esteem and higher 
depressed mood. This is theorised to be a result of the increased level of social comparison 
that  occurs  as  a  result  of  SNS  use.  As  with  many  environments  in  a  youth’s  life,  SNSs  are  
frequently used for social comparison (Manago, Graham, Greenfield, & Salimkhan, 2008). 
Although it is expected that all youth make comparisons between themselves and their SNS 
friends (in addition to their face-to-face friends), it is likely that those youth who become 
highly invested in their SNSs, being youth who  strongly  endorse  feeling  ‘out  of  touch’  when  
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they  have  not  visited  their  SNSs,  are  less  able  to  discern  between  the  ‘social  resume’  their  
SNS  friends  present  and  the  actual  reality  of  these  friends’  day-to-day lives. Recent research 
indicates that use of SNSs for self-presentation is significantly associated with problematic 
SNS use (Chen & Kim, 2013). Youth who are highly invested in their SNSs could use 
unrealistic and inflated comparisons when evaluating themselves, which may explain in part 
why investment in SNSs was linked to poorer self-esteem and higher depressed mood.  
Interestingly, although frequency of SNS use and investment in SNS use were 
associated with opposing outcomes, they were shown to function similarly when investigated 
in terms of their influence on the provision of developmental experiences. Both frequency of 
SNS use and investment in SNSs were shown to be associated with youth reporting a greater 
frequency of positive peer and identity experiences during their use of SNSs. However, an 
interaction between these two constructs showed that frequency of SNS use did not predict 
greater frequency of positive peer interactions for youth who were highly invested in their 
SNSs. This finding provides additional support for the conclusion that a high level of 
investment in SNSs is detrimental for adolescents.  
What Experiences Occur in Leisure Activities that Make them Important?  
A number of different mechanisms have been suggested to underlie the association 
between adolescent participation in leisure activities and positive outcomes. Engagement 
with positive non-familial adults, pro-social peer groups, and positive development 
experiences are some of the primary aspects of participation in structured leisure activities 
that have been theorised to explain why involvement in these activities is beneficial 
(Blomfield & Barber, 2010; Coatsworth et al., 2005; Eccles, Barber, Stone, & Hunt 2003; 
Fredricks & Simpkins, 2013; Fredricks & Eccles, 2005; Hansen, Larsen, & Dworkin, 2003; 
Larson, Hansen & Moneta, 2006; Mahoney, Schweder, & Stattin, 2002; Sharp, Coatsworth, 
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Darling, Cumsille, and Ranieri, 2007). Although the focus of far less research, positive 
developmental experiences have also been identified to occur during participation in 
unstructured leisure activities (Larson et al., 2006; Hansen et al., 2003). This thesis focused 
on these positive developmental experiences, with the results providing a greater 
understanding of their influence across different types of leisure activities, and importantly 
showing that they are significant to adolescent self-concept.  
Research suggests that structured activities are more developmentally beneficial than 
unstructured leisure activities. For example, higher test scores and school grades are 
associated with less time watching television and more time in structured activities (Cooper, 
Valentine, Nye, & Lindsay 1999; Marsh & Kleitman, 2002). However, the current 
investigation suggests that when focusing on the positive experiences that occur during 
leisure participation, the apparent benefit of one type of leisure activity over another is not as 
clear. Positive peer and identity-related experiences have been found to occur at a 
significantly greater rate during involvement in unstructured leisure (e.g., spending time with 
friends) than during participation in structured leisure activities (e.g., sports, performing arts, 
or academic clubs) (Larson et al., 2006; Hansen et al., 2003). Prior to the current thesis, 
research reports had not contrasted the degree to which involvement in social networking 
sites provides positive experiences in comparison to more traditional structured leisure 
activities. Because SNSs are designed to encourage social interactions and facilitate 
presentation of identity through the provision of a personal webpage, these sites were 
anticipated to provide youth with frequent experiences related to these domains. However, 
this was not found to be the case. Instead the results showed that youth reported more 
frequent positive peer and identity experiences during participation in traditional structured 
leisure activities than during social networking site use.  
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Initially this was considered a surprising finding, given the aforementioned purpose of 
SNSs. However, when interpreted in light of the identity-role aspects that structured leisure 
activities provide, the results are understandable. Structured activities provide youth with an 
activity-based identity, such as being a ‘sporty’  person,  a  ‘music’  person,  or  a  ‘brainy’  
person, with youth able to explore how each of these different identities fit (Eccles & Barber, 
1999). In contrast, SNS are a leisure context in which the large majority of youth participate, 
and as such could well be considered a normative behaviour for adolescents’. Thus youth 
may not feel that their involvement in SNSs is particularly reflective of their identity.  
Although research has documented that activities provide youth with positive 
developmental experiences, and these experiences have been theorised to underlie why 
activities are beneficial to youth, there has been minimal research directly examining this 
relationship. Coatsworth and colleagues found experiences of expressive identity were shown 
to  significantly  predict  adolescents’  well-being, delinquency, and future orientation 
(Coatsworth, Palen, Sharp, & Ferrer-Wreder, 2006; Palen & Coatsworth, 2007; Sharp & 
Coatsworth,  2012).  Pedersen  and  Seidman’s  (2004)  longitudinal  research  found  a  positive  
relationship between experiences of success in sports during early adolescence and self-
esteem in middle adolescence. These studies focused on identity and success experiences, 
neglecting the range of experiences that occur during participation. Furthermore, previous 
research has not included specific domains of the self. The current thesis made a significant 
contribution to this field by providing empirical evidence for the importance of positive 
experiences during structured leisure participation. The results showed that a range of 
positive developmental experiences, occurring during participation in sports or non-sport 
activities, positively predicted social and academic self-concept and general self-worth. Self-
reflective personal experiences (identity and success), concrete personal experiences (goal 
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setting), and interpersonal experiences (peer interactions), were all examined and found to be 
positively associated to adolescent self-concept. 
Understanding what occurs during adolescent participation in leisure activities that is 
of importance for self-concept is imperative in order to assess and review the quality of the 
activities that are provided to youth. This thesis has shown that the developmental 
experiences that can occur during activity participation are important mechanisms responsible 
for positive outcomes linked to participation. The benefits that are associated with 
participating in multiple types of structured leisure activities are likely partially a product of 
exposure to a wider range of quality experiences. However, some structured activities do not 
provide youth with a high frequency of these experiences, potentially minimising the benefits 
an adolescent obtains from such involvement. The presence and frequency of these 
developmental experiences could be utilised as a measurable marker by which to evaluate the 
quality of structured leisure activities, ideally resulting in an improvement to the value of 
structured activities for adolescent self-concept.  
Is Involvement in Leisure Time Activities More Important for Certain Youth?  
One of the foci of this thesis was determining whether participation in leisure 
activities was particularly important for specific groups of youth. Unfortunately, adolescents 
from lower socioeconomic backgrounds are shown to have a poorer self-concept than their 
more economically advantaged peers (Twenge & Campbell, 2002), a finding also present in 
this thesis. Thus it is important to identify settings that help to alleviate this disparity, with the 
results of this thesis showing that structured leisure activities are such contexts. Consistent 
with previous research (Bouffard et al., 2006; Dearing et al., 2009), youth from low 
socioeconomic backgrounds were also found to have the lowest rates of participation in 
structured leisure activities. Nonetheless, the association between participation in structured 
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activities and self-concept was strongest for youth from more disadvantaged backgrounds. 
These findings are consistent with prior research showing that for disadvantaged adolescents, 
structured leisure participation is linked to having a more positive self-concept (Marsh, 1992; 
Marsh & Kleitman, 2002) as well as more prosocial peers (Fredricks & Eccles, 2008), and 
protects against emotional distress (Hull, Kilbourne, Reece, & Husaini, 2008).  
A significant contribution of this thesis is the findings concerning why structured 
activity participation is of particular importance for low SES youth. The results showed that 
the link between the developmental experiences that occur during participation in structured 
leisure activities and self-concept is strongest for youth from economically disadvantaged 
backgrounds. For these youth, having experiences of success or identity exploration and 
reflection during sports participation was strongly associated with a more positive self-
concept, whereas for adolescents from more advantaged schools this association was shown 
to be significantly weaker. Youth from disadvantaged backgrounds live in resource-stretched 
and stressed environments, where there are likely fewer opportunities for positive 
developmental experiences. Therefore for these adolescents, contexts that facilitate positive 
personal and interpersonal experiences, such as structured leisure activities, are fundamental 
in order to address the limitations that are present for such youth as a product of their 
economic background.          
 This thesis also found that the relationship between participation in leisure activities 
and self-concept differs for male and female youth. This gender difference was present in the 
analyses concerning the outcomes linked to youth use of social networking sites (Chapter 4). 
For male youth, using social networking sites appeared to be a positive way in which to 
spend their unstructured leisure time. The results showed that male adolescents who used 
social networking sites had more positive social self-concept than their male peers who did 
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not use the sites. It is likely that social networking sites provide male youth with a greater 
opportunity to engage in social interactions (Barker, 2009). Furthermore, online 
communication allows youth the ability to plan their response to social interactions, reducing 
the  potential  anxiety  that  may  be  experienced  during  ‘live’  face-to-face interactions. For male 
adolescents this aspect of social networking site use may be particularly useful, providing 
them with multiple opportunities to practice their social skills. 
 In contrast, the results of this thesis indicate that social networking site use may be a 
detrimental unstructured leisure activity for female youth. Female SNS users were found to 
have poorer self-esteem and significantly higher levels of depressed mood than female 
adolescents who did not use SNSs. Previous research has indicated that female youth use the 
internet to seek feedback about themselves from others (Valkenburg, Schouten, & Peter, 
2005), and as the tone of feedback has been linked to self-evaluations (Valkenburg et al. 
2006) it is possible that female youth perceive some of the feedback they receive to be 
negative, which has had a subsequent negative impact on their self-esteem and mood. 
Because over two thirds of female youth used social networking sites at the time the data was 
collected, with the proportion likely to have increased since then, the identification of the 
potential negative consequences of this leisure activity for female adolescents is a finding of 
particular importance.   
Does Involvement in Leisure Activities Matter in the Long Term?  
The final major focus of this thesis was to ascertain whether adolescent involvement 
in leisure activities had a long-term impact on self-concept. In order to investigate this it was 
important to first determine the developmental course of self-concept as prior research is 
mixed regarding the pattern of the trajectories. The majority of studies have focused on 
specific scholastic domains of self, such as English and Math self-concept, and declines in 
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self-concept across the adolescent years are consistently found in these areas (Fredricks & 
Eccles, 2002; Jacobs, Lanza, Osgood, Eccles, & Wigfield, 2002; Nagy et al., 2010; Watt 
2004). Less research has focused on the developmental course of broader aspects of self-
concept, and the trajectories of these domains are still unclear. For example, Young and 
Mroczek (2003) found no change in trajectories of social, academic and general self-concept 
across the high school years, whereas Molloy, Ram, and Gest (2011) found increases in 
social self-concept but decreases in academic self-concept, albeit with an elementary school 
sample. The results of this thesis showed that academic and social self-concept, and general 
self-worth, all followed a quadratic developmental trajectory. Specifically, these three 
domains showed declines across the early to mid high school years; however the rate of this 
decline slowed over time, with increases in each of the domains occurring during the final 
years of high school. Though secondary to the primary focus of the investigation, these 
results are an additional contribution of this thesis, as they provide further understanding of 
the developmental course for broad areas of the self across the high school years. 
Given the findings of this thesis, and the majority of past research, showing that self-
concept follows an initially declining pattern across high school, establishing whether 
involvement in leisure activities has a long-term impact on self-concept is a significant 
contribution of this thesis. The results showed that involvement in a number of different types 
of extracurricular activities during early adolescence reduced the degree to which youth 
experienced a decline in their academic self-concept and general self-worth across high 
school. Importantly these findings were present after controlling for depressed mood and self-
esteem levels, reducing the likelihood that the results are due to pre-existing differences.  
According to stage-environment fit theory, significant psychological benefits, and 
consequently more positive developmental trajectories, occur when there is congruence 
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between environment and developmental needs (Eccles, Midgley, Wigfield, Miller 
Buchanan, Reuman, Flanagan, & Mac Iver, 1993). Involvement in multiple types of 
structured leisure activities affords youth the opportunity to examine who they are in different 
situations. As previously discussed, structured leisure activities provide youth with a range of 
developmental experiences. Youth who are engaged in a variety of different types of 
activities will be exposed to a greater diversity of developmentally formative experiences. 
This exposure and exploration are fundamental  to  youth  finding  the  right  ‘fit.’  Therefore  this  
thesis proposes that involvement in different types of structured leisure activities provides 
youth with diverse opportunities to explore and refine their identity leading to a 
developmental  ‘fit’  that  subsequently results in a long-term positive impact on their self-
concept. 
Recommendations 
A number of practical recommendations regarding adolescent leisure time can be 
made based on the findings of this thesis. First, it is apparent that youth should be encouraged 
to participate in structured leisure activities. In all four of the studies involving structured 
leisure activities, positive outcomes were found to be associated with participation in these 
activities, a pattern consistent with research in this area (for reviews see Feldman & 
Matjasko, 2005 and Feldman Farb, & Matjasko, 2012). However, in addition to encouraging 
any type of participation, this thesis also offers considerable insight regarding the ideal 
composition of structured activities that are most advantageous to adolescent self-concept. 
The primary recommendation is that adolescents should be involved in more than one 
type of structured leisure activity. The significance of involvement in a mixed composition of 
structured activities was first indicated in the results of Study 1 and then confirmed by the 
longitudinal findings of Study 5. The results of these two studies showed that youth involved 
214 
 
 
 
in at least two different types of structured leisure activities had the most positive self-
concept. In communicating this recommendation it is important that a number of points are 
made clear. First, this does not refer to the number of activities an adolescent participates in, 
rather it concerns the variety of activities in which a youth is involved. For example, an 
adolescent who plays basketball should be encouraged to also become involved in a different 
type of structured activity, such as performing arts or a service activity, in lieu of 
participating in another sporting activity. Furthermore it is important to emphasize that it is 
not the amount of time youth spend participating in their structured leisure activities that is 
important. Study 5 showed that the relationship between participation in multiple types of 
activities and self-concept was not a result of the intensity of participation in the activities. 
For example, it is preferable for an adolescent to participate in three different types of 
structured activities for one hour each week than one activity for three hours per week. The 
second important clarification to this recommendation is that participation needs to be a 
voluntary decision, with adolescents self-selecting the activities they engage in. There is no 
evidence to suggest that forcing youth to participate in structure leisure activities is associated 
with beneficial outcomes. On the contrary, it is the self-defining nature of the activities that 
appears to be particularly important (Coatsworth et al., 2006).        
This thesis provides support for practical recommendations concerning the provision 
of a wide range of structured leisure activities, with particular focus on specific groups of 
youth. Study 4 showed that the greatest benefit of involvement in structured leisure activities 
occurred for adolescents from economically disadvantaged backgrounds. However, Study 4 
also found that these youth have the lowest rates of participation in structured activities, a 
commonly identified result (e.g., Bouffard et al., 2006; Dearing et al., 2009). A number of 
barriers make participation in structured leisure activities difficult for youth from low 
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socioeconomic backgrounds. The primarily impediments are the financial burden of the 
activities (Duffett & Johnson, 2004; Skattebol, Saunders, Redmond, Bedford, & Cass, 2012) 
and issues surrounding accessibility and availability of activities (Eccles & Gootman, 2002; 
Stearns & Glennie, 2010; The Smith Family, 2013). Therefore it is recommended that 
practical changes focusing on these constraints be made. 
Practical recommendations for working with youth in regard to their social 
networking site use also arise from the findings of this thesis. Study 2 showed that it is 
imperative to differentiate between adolescent frequency of SNS use and investment in SNSs. 
The frequency with which youth use SNSs is commonly cited as a concern of parents 
(Australian Communications and Media Authority, 2009). Study 2 showed, however, that 
using SNSs regularly was not associated with any negative effects; rather such use was linked 
only to positive outcomes. In contrast, being invested in SNSs was associated with negative 
outcomes, specifically poorer self-esteem and greater depressed mood. Therefore instead of 
focusing on how often youth are using SNSs, much closer attention should be paid to the 
degree to which adolescents are invested in their SNSs, as this is where problems with SNS 
use may arise. Adolescents who place a lot of importance on their SNSs, i.e. the youth who 
strongly  endorse  feeling  ‘out  of  touch’  when  they  haven’t  accessed  their  SNSs,  are  the  youth  
who most need guidance when using these sites. Youth would benefit from an open and 
honest dialogue regarding the reality of SNSs, emphasizing that SNSs are contexts where 
individuals present their most positive self-presentations.  
Limitations  
The results of this thesis should be considered in the context of a number of 
limitations. The primary limitation concerns the cross-sectional nature of the data used in 
Studies 1-4. The issue with cross-sectional data being collected at one time point is that it is 
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not possible to determine causality. The results of Studies 1-4 were attributed to an 
adolescents’  involvement  in  leisure  time  activities;;  however  it  is  possible  that  the  findings  
were a product of pre-existing individual characteristics. It could be the case that the 
relationship between participation in structured and unstructured leisure activities and self-
concept reflects the characteristics of the youth who choose to be involved in these activities. 
Adolescents’ with positive self-concepts could be more likely to self-select into activities, 
and therefore it is difficult to determine whether participation in leisure activities positively 
influenced development. This issue of selection effects is an inherent problem for all research 
concerning adolescent involvement in leisure activities (Barber, Abbott, Blomfield, & Eccles, 
2009; Mahoney, 2000). Aspects of the design of Study 3 and Study 4 helped address the 
confound of self selection. Study 3 used a within-person design for the primary analyses, a 
prominent strength of the Study, which reduced the issue of selection for those findings. The 
focus in Study 4 on the developmental experiences as explanatory mechanisms underlying 
the link between structured leisure participation and self-concept also lessens the support for 
an alternative direction of effects, particularly when the significant interactive effect of 
economic disadvantage is taken into consideration. The results of Study 4 show that for youth 
who choose to participate in structured leisure activities, the quality of an activity matters. 
Adolescents who were engaged in high-quality activities that provide them with a high 
frequency of positive developmental experiences, had more positive self-concepts than did 
youth involved in lower quality activities.        
 The limitations associated with the use of cross-sectional data in Studies 1-4 was 
considerably reduced through the use of longitudinal data in Study 5. The final study of this 
thesis used five years of longitudinal data, spanning the entire high school period, to 
thoroughly investigate the impact of participation in structured leisure on adolescent self-
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concept. Latent growth curve modeling, a sophisticated statistical technique, was utilized in 
order to determine whether involvement in structured leisure activities predicted changes in 
adolescent self-concept over time. Furthermore, the results of Study 5 were made even more 
robust through the control of a range of individual characteristics that could be theorized to 
contribute to the findings. Due to the nature of this research it is extremely difficult to 
determine causality; only experimental research with random assignment could establish 
causality between participation in leisure activities and self-concept. Experimental research, 
however, is likely to be ineffective as the self-selection and voluntary engagement in 
activities is considered a critical aspect of the positive outcomes associated with adolescent 
participation.   
 The large sample of adolescents on which this thesis is based is a considerable 
strength of the research; however, there were also limitations to the sample which influence 
the generalisability of the findings. The ethnic homogeneity of the sample, with the majority 
of youth involved in the study being from Caucasian backgrounds, results in an inability to 
generalize the findings to adolescents from other ethnicities. Australian population data 
shows notable differences across youth from different ethnic backgrounds in their rate of 
involvement in leisure activities (Australian Bureau of Statistics, 2006). Furthermore the 
effect of participation in leisure activities on developmental outcomes appears to vary for 
youth from different ethnic backgrounds (Fredricks & Simpkins, 2012; Gerber, 1996). Thus 
the findings of the current thesis can only be confidently applied to adolescents from 
Caucasian backgrounds.        
The diversity of the sample may have been limited due to the method of participant 
recruitment used. The ethical guidelines for research in Western Australia mandate that active 
parental consent is necessary in order for any person under the age of 18 years old to be 
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involved in a study. This method of consent often leads to an under-representation of youth 
from economically disadvantaged backgrounds. Although the sample of schools selected for 
the study was stratified by a socio-economic index, the return rate of parental consent was 
often lower at schools with low SES indexes. The results of Study 4 showed that structured 
leisure participation was particularly important for youth from disadvantaged backgrounds, 
and these effects may be understated as the sample may not capture the most disadvantaged 
youth who could be most likely to benefit from participation in structured leisure activities.  
It was not possible to investigate all aspects of self-concept, as the measures used in 
this thesis were collected as part of a larger overall survey. Self-concept is a 
multidimensional construct, consisting of domains such as academic, social, behavioral, 
physical appearance, athletic, romantic, and occupational self-concept. This thesis focuses 
primarily on social and academic self-concept and general self-worth because the 
development of social and academic competence is of paramount importance during 
adolescence, and overall sense of worth is associated with a range of important indicators of 
health and well-being. Due to this specific focus the results of this thesis can not be 
considered applicable to all aspects of self-concept. 
Looking Forward 
This thesis has provided an extensive investigation of the relationship between 
adolescent involvement in structured and unstructured leisure activities and self-concept. 
Through this process, a number of further questions have been raised and areas requiring 
additional clarification and examination identified. Ideally, future research should investigate 
whether adolescent involvement in structured and unstructured leisure activities is associated 
with other dimensions of self. Furthermore, although there are practical and ethical 
restrictions on targeting particular populations, future research would ideally consist of 
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samples of youth from ethnically diverse and economically disadvantaged backgrounds. Such 
research would improve the generalisability of the results of this thesis. There is minimal 
research that has investigated the potential importance of leisure activities for Aboriginal 
Australian adolescents. These youth are an extremely marginalised population, and therefore 
it is of paramount importance to identify contexts that may help to increase the positive 
experiences afforded to this population.        
The majority of research on leisure time activities has focused on the outcomes of 
participation, with far less research having investigated the mechanisms responsible for these 
effects. This thesis has begun to address this gap in the knowledge by examining if and how 
the developmental experiences that occur during participation underlie the link between 
activity engagement and self-concept. However, considerably more research is required in 
order to accurately understand the processes that underlie the relationship between adolescent 
involvement in leisure activities and self-concept. A change from focusing on the outcomes 
to the process has begun to occur via research utilising qualitative methods to understand the 
important aspects of leisure activities (Dawes & Larson, 2011; Salusky et al., in press). Such 
research allows for a more thorough and detailed understanding of the processes that occur 
during adolescent involvement in leisure activities. Uncovering the aspects of leisure 
activities that are of most importance to positive development can have significant practical 
implications for the provision of structured leisure activities.  
In conclusion, the primary aim of this thesis was to investigate if and how 
adolescents’  participation  in  structured  leisure  activities  and  social  networking  sites  was  
associated with their self-concept.  Consistent  with  Bronfenbrenner’s  bioecological  model  of  
human development (Bronfenbrenner & Morris, 2006) the findings of this thesis highlighted 
the importance of context (micro: structured vs. unstructured activities; macro: 
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socioeconomic status), process (experiences) and the person (gender). The findings provided 
strong evidence that both structured and unstructured leisure activities can be constructive 
contexts for the development of positive self-concept in adolescence. The development of a 
healthy and positive self-concept is of paramount importance during adolescence, as there are 
fundamental life choices youth make during this period which are considerably influenced by 
their self-perception. Facilitating youth to explore, experience, and invest in a range of 
positive contexts may help to improve the trajectory of their life course.     
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APPENDIX A 
 
Appendix A contains the Wave 1 survey from the Youth Activity Participation Study of  
Western Australia. 
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Youth Activity Participation Survey 
Western Australia 
 
 
Thank you for choosing to participate in this survey. As the survey is completely confidential 
please try and answer all the questions as openly and honestly as you can. If you do not feel 
comfortable answering any of the questions please feel free to leave them blank. 
 
 
             
 
 
ID Number         
 
 
Date of Birth (dd/mm/yy)   /       /    
 
What year are you in at school?    Year 8   Year 10 
 
Do you board (live) at your school?    Yes    No 
 
What is your gender?      Male    Female   
 
What education have your parents completed? 
(Please tick all boxes that apply for each parent.) 
 
Mother Father  
  Primary school 
  Year 10 high school 
  Year 12 high school 
  TAFE qualification 
  Trade certificate 
  Undergraduate university degree 
  Postgraduate university degree 
  Don’t  know/  unsure 
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Youth Activity Participation Survey – Western Australia 
 
Section A – Sports Participation 
 
Q1) Have you participated in any of the following organised school sports /teams 
outside of physical education classes in this school year? (Please circle all the sports you 
do and indicate how many hours per week you participate in each of the activities you 
have selected) 
 
Example:          
 
Activity 
 
Approx hrs/wk 
 
 
3 hrs per week 
 
School-Based Sports (not Phys Ed) 
 
Activity 
 
Approx hrs/wk 
 
Activity 
 
Approx hrs/wk 
SPORTS 
Aerobic team  Rugby  
Archery  Soccer  
Athletics  Softball  
Baseball  Squash  
Basketball  Swimming/Diving  
Boxing  Tennis  
Cheerleading  Touch Rugby  
Cricket   Triathlon  
Cycling  Volleyball  
Football (AFL)  Wrestling  
Golf  Other  
(please specify) 
 
Gymnastics  
Hockey  
Netball  
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Q2) Have you participated in any of the following organised sports outside of school in 
this school year? (Please circle all the activities you do and indicate how many hours per 
week you participate in each of the activities you have selected) 
 
Example: 
 
Activity 
Approx hrs/wk 
 
 
1.5 hrs per week 
 
Out-of-School Sports 
 
Activity 
 
Approx hrs/wk 
 
Activity 
 
Approx hrs/wk 
SPORTS 
Aerobic team  Karate/Taekwondo  
Archery  Netball  
Athletics  Rugby  
Baseball  Soccer  
Basketball  Softball  
BMX  Squash  
Body boarding  Surfing  
Boxing  Swimming/Diving  
Cheerleading  Tennis  
Cricket   Touch Rugby  
Cycling  Triathlon  
Football (AFL)  Volleyball  
Golf  Wrestling  
Gymnastics  Other  
(Please specify) 
 
 
 
 Hockey  
Horse riding/ 
Pony club 
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Q3) If you have circled any sporting activities please tell us which one you spend the 
most time on? (If you do not participate in any sporting activities please go to section B 
on page 9) 
 
         
 
Q4) Is this a school-based activity? (e.g. school team) 
 
   Yes    No 
 
If yes, is it a specialist program?   Yes    No 
 
Q5) How many hours per week (not including school time) do you spend in this 
activity? 
 
    Hours 
 
  Not currently active 
 
 
 
Q6) How many months/years have you been participating in this activity?  
 
    Years       Months 
 
 
 
Q7) Do you participate in this activity on your own or with a group of other people 
around your age? 
  On my own   
  In a group 
 
 
 
Q8) Other participants in this activity are 
  The same sex as me   
  A mixture of boys and girls 
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Q9) How much time do you spend interacting with an adult during this activity? 
(Circle 1)  
 
None of           very little                            all the                                                   
The time                    time        time  
1   2   3   4    5                                               
 
 
The following questions are related to the sporting activity you chose in question 3. 
 
 
Q10) Based on your involvement in this activity please rate whether you have had the 
following experiences by ticking the appropriate box. 
 
 
 1 
Not At All 
2 
A Little 
3 
Quite A 
Bit 
4 
Yes, 
Definitely 
Was able to experience the challenges of being a 
leader   
 
    
This activity got me thinking about who I am 
 
    
Tried doing new things   
  
    
Tried a new way of acting around people 
 
    
I  do  things  in  this  activity  I  don’t  get  to  do  
anywhere else 
 
    
Started thinking more about my future because of 
this activity 
 
    
Experienced feeling liked by others in this activity 
 
    
Others in this activity counted on me 
 
    
This activity has been a positive turning point in 
my life 
 
    
Had an opportunity to be in charge of a group of 
peers 
 
    
I set goals for myself in this activity     
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Had to consider possible obstacles when making 
plans 
 
    
I put all my energy into this activity 
 
    
Had the chance to push myself 
 
    
Had to focus my attention 
 
    
Worked with other people my own age on a 
common goal 
 
    
Had experiences with organizing time and not 
procrastinating (not putting things off) 
 
    
Learned about setting priorities 
 
    
 1 
Not At 
All 
2 
A Little 
3 
Quite A 
Bit 
4 
Yes, 
Definitely 
Practiced self discipline 
 
    
Had to find ways to achieve my goals 
 
    
I have been successful in this activity   
  
    
In this activity I saw that hard work pays off 
 
    
When this activity is difficult I keep trying 
anyway 
 
    
Learned to get along with others 
 
    
I regularly achieve what I aim to in 
This activity  
 
    
This activity has given me many  
opportunities to improve my abilities 
 
 
    
When I start something in this activity I always try 
my best to finish it  
 
    
I made friends with someone new 
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Q11) The following questions are about the adult leader in your sporting activity; if 
your sport does not involve an adult leader please go onto question 12. 
 
 
 
The  adult  leader  in  this  activity….. 
1 
Not At All 
2 
A Little 
3 
Quite A 
Bit 
4 
Yes, 
Definitely 
Encourages me to always try my best 
 
    
Supports me when I am having difficulties 
 
    
Puts too much pressure on me during this activity 
 
    
Is approachable 
 
    
Makes me feel like I can succeed in this activity 
 
    
Listens to my point of view 
 
    
Puts me down in front of others in this activity 
 
    
Creates a strong positive environment 
 
    
 
Q12) Please read the following statements about your sporting activity and respond by circling 
one number. 
 
 
How important is it to you to be good at this sporting activity? 
 
not at all                 very 
important             important 
           
     1                    2                      3                       4                      5                      6            7 
 
 
 
How much do you enjoy participating in this sporting activity? 
             
  
a little                  a lot 
    1                    2                      3                       4                      5                      6            7 
 
 
 
Compared to other kids your age, how good do you feel you are at this sport? 
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One of the                One 
of the 
   Worst                     
Best 
      1                    2                      3                       4                      5                      6                7 
 
 
 
Participating in this sport gives me a strong feeling that this is who I am 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6                7 
 
 
 
During this sport I feel so involved that nothing seems to matter 
 
  Never                    
Always 
      1                    2                      3                       4                      5                      6                7 
 
 
 
During this sport I have a very high level of concentration 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6                7 
 
 
I become so involved in this sport that I lose track of time 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6                7 
I  concentrate  so  intensely  that  I  can’t  think  about  anything  else 
 
Never                    
Always 
      1                    2                      3                       4                      5                      6                7 
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Q13)  What  proportion  of  your  friends  participating  in  this  activity  are…   
 
 
Planning to go to university? (Circle one number) 
 
none                        half                  all                                                                                        
1  2   3   4     5                                               
 
 
Doing very well in school?  
 
none                        half                all                                                                                        
1  2   3   4   5                  
 
 
Encourage you to do your best in school?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
            
 
 
Regularly drink alcohol?  
none                        half                            all                                                                                        
1  2   3   4   5                  
 
 
 
Regularly use illegal drugs?  
none                        half                     all                                                                                        
1  2   3   4   5                  
 
      
 
Likely to skip class?  
  
none                        half                     all                                                                                        
1  2   3   4   5                
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Section B – Activity Participation 
Q14) Which of the following activities or clubs at school have you participated in this 
school year outside of school classes? (Please circle all the activities you do and indicate 
how many hours per week you participate in each of the activities you have selected) 
Example: 
 
Activity 
Approx hrs/wk 
 
 
4 hrs per week 
School-Based Activities & Clubs 
 
Activity 
 
Approx hrs/wk 
 
Activity 
 
Approx hrs/wk 
 
Arts and Performing Arts 
Art  Youth and health festival  
Band or Orchestra  Modeling  
Choir  Other  
(please specify) 
 
 
Dance  
Drama  
Rock – Eisteddfod   
Clubs 
Aviation club  Math club  
Career-related club  Peer counseling  
Chess club  School committee   
Computer club  School council  
Computer game club  Science fair  
Debate club/Public 
speaking 
 Service clubs  
Fashion club  Other  
(please specify) 
 
 
Foreign language club  
I tutor in maths, 
science, or computers 
 
I tutor in other academic 
subjects 
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Q15) Have you participated in any of the following activities or clubs outside of school 
in this school year? (Please circle all the activities you do and indicate how many hours 
per week you participate in each of the activities you have selected)  
 
Activity 
Approx hrs/wk 
 
 
2.5 hrs per week 
Out-of-School Activities & Clubs 
 
Activity 
Approx hrs/wk  
Activity 
Approx hrs/wk 
 
Arts and Performing Arts 
Community band  Private band  
Community Choir  Other  
(Please Specify) 
 
Drama club  
Dance club/competitions  
 
Recreational Clubs 
Computer gaming/ 
networking 
 Warhammer  
Debate/Public Speaking  Other 
(Please specify) 
 
 
 
Lewin Sailing  
Outward Bound  
 
Service Clubs 
Cadets  Surf life saving  
Church/Youth groups  Volunteer/service work   
Junior council  Young achievement  
Junior Leo/Lions  Youth advisory council  
Political campaign  Other  
(Please Specify) 
 
 
Scouts/Girls, Boys Clubs  
State emergency 
services (SES) 
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Q16) If you have circled any non-sporting activities please tell us which one you 
spend the most time in. (If you do not participate in any non-sporting activities please go to 
Section C on page 16). 
 
         
 
 
Q17) Is this a school-based activity? (e.g. school team) 
 
   Yes    No 
 
If yes, is it a specialist program?   Yes    No 
 
Q18) How many hours per week (not including school time) do you spend in this 
activity? 
 
    Hours    Not currently active 
 
 
 
 
Q19) How many months/years have you been participating in this activity?  
 
    Years       Months 
 
Q20) Do you participate in this activity on your own or with a group of other people 
around your age? 
  On my own   
  In a group 
 
Q21) Other participants in this activity are 
  The same sex as me   
  A mixture of boys and girls 
 
Q22) How much time do you spend interacting with an adult during this activity? (Circle 
1)  
 
None of           very little                            all the                                                   
The time                    time        time  
1   2   3   4    5                                               
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The following questions are related to the non-sporting activity you have chose in 
question 16. 
 
 
Q23) Based on your involvement in this activity please rate whether you have had the 
following experiences by ticking the appropriate box. 
 
 
 1 
Not At All 
2 
A Little 
3 
Quite A 
Bit 
4 
Yes, 
Definitely 
Was able to experience the challenges of being a 
leader   
 
    
This activity got me thinking about who I am 
 
    
Tried doing new things   
  
    
Tried a new way of acting around people 
 
    
I  do  things  in  this  activity  I  don’t  get  to  do  
anywhere else 
 
    
Started thinking more about my future because of 
this activity 
 
    
Experienced feeling liked by others in this activity 
 
    
Others in this activity counted on me 
 
    
This activity has been a positive turning point in 
my life 
 
    
Had an opportunity to be in charge of a group of 
peers 
 
    
I set goals for myself in this activity 
 
    
Had to consider possible obstacles when making 
plans 
 
    
I put all my energy into this activity 
 
    
Had the chance to push myself 
 
    
Had to focus my attention 
 
    
Worked with other people my own age on a     
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common goal 
 
Had experiences with organizing time and not 
procrastinating (not putting things off) 
 
    
Learned about setting priorities 
 
    
 1 
Not At 
All 
2 
A Little 
3 
Quite A 
Bit 
4 
Yes, 
Definitely 
Practiced self discipline 
 
    
Had to find ways to achieve my goals 
 
    
I have been successful in this activity   
  
    
In this activity I saw that hard work pays off 
 
    
When this activity is difficult I keep trying 
anyway 
 
    
Learned to get along with others 
 
    
I regularly achieve what I aim to in 
This activity  
 
    
This activity has given me many  
opportunities to improve my abilities 
 
 
    
When I start something in this activity I always try 
my best to finish it  
 
    
I made friends with someone new 
 
    
 
 
Q24) The following questions are about the adult leader in your non-sporting 
activity; if your activity does not involve an adult leader please go onto question 25. 
 
 
The  adult  leader  in  this  activity….. 
1 
Not At All 
2 
A Little 
3 
Quite A 
Bit 
4 
Yes, 
Definitely 
Encourages me to always try my best 
 
    
Supports me when I am having difficulties 
 
    
Puts too much pressure on me during this activity     
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Is approachable 
 
    
Makes me feel like I can succeed in this activity 
 
    
Listens to my point of view 
 
    
Puts me down in front of others in this activity 
 
    
Creates a strong positive environment 
 
    
 
 
Q25) Please read the following statements about your non-sporting activity and respond by 
circling one number. 
 
How important is it to you to be good at this activity? 
 
not at all               very 
important            important 
           
    1                    2                      3                       4                      5                      6            7 
 
 
 
How much do you enjoy participating in this activity? 
             
  
a little                  a lot 
    1                    2                      3                       4                      5                      6            7 
 
 
 
Compared to other kids your age, how good do you feel you are at this activity? 
 
One of the                One 
of the 
   Worst                     
Best 
      1                    2                      3                       4                      5                      6                7 
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Participating this activity gives me a strong feeling that this is who I am 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6                7 
 
 
 
During this activity I feel so involved that nothing seems to matter 
 
  Never                    
Always 
      1                    2                      3                       4                      5                      6                7 
 
 
 
During this activity I have a very high level of concentration 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6                7 
 
 
 
I become so involved in this activity that I lose track of time 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6                7 
I  concentrate  so  intensely  that  I  can’t  think about anything else 
 
Never                     
Always 
      1                    2                      3                       4                      5                      6                7 
 
 
 
Q26) What proportion of your friends participating in this  activity  are…   
 
 
Planning to go to university? (Circle one number) 
 
none                        half                  all                                                                                        
1  2   3   4     5                                               
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Doing very well in school?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
 
 
Encourage you to do your best in school?  
 
none                       half                 all                                                                                        
1  2   3   4   5                  
            
 
 
Regularly drink alcohol?  
 
none                        half                all                                                                                        
1  2   3   4   5                  
 
 
 
Regularly use illegal drugs?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
      
 
Likely to skip class?  
  
none                        half                     all                                                                                      
1   2   3   4  5                   
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Please go onto section D on page 17 
Section C – Your Friends 
 
Only answer the following questions if you do not participate in any sporting or 
non-sporting activities and have skipped sections A & B. If you have answered 
sections A & B please go onto section D 
 
Q27) What proportion  of  your  friends  are…   
Planning to go to university? (Circle one number) 
 
none                        half                  all                                                                                        
1  2   3   4     5                                               
 
Doing very well in school?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
 
 
Encourage you to do your best in school?  
 
none                       half                 all                                                                                        
1  2   3   4   5                  
            
 
 
Regularly drink alcohol?  
 
none                        half                all                                                                                        
1  2   3   4   5                  
 
 
 
Regularly use illegal drugs?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
     Likely to skip class?  
  
none                half               all of them                                                                                       
1   2   3  4   5                   
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Section D – Leisure Time 
 
Q28) If you participate in any of the following activities outside of school hours 
please tell us how many hours per week you spend in each activity? 
 
 
How many hours per week do you spend in each of these activities? 
 
 
Hours per week 
Paid Work (part time/casual job, not including work from parents) 
 
 
Doing homework or studying (outside of school) 
 
 
Home chores (doing dishes, cleaning) 
 
 
Taking care of younger siblings 
 
 
Practicing or playing a musical instrument 
 
 
Watching Television 
 
 
Working out or physical activity (on your own or at the gym, not as a 
part of an organised sports activity) 
 
Please Specify 
_________________________________ 
 
 
Computer Console Gaming (Playstation, X-Box etc) 
 
Which game do you play the most? 
_________________________________ 
 
 
Internet Gaming (online games) 
 
Which game do you play the most? 
_________________________________ 
 
 
Internet Usage – Social Networking (webchat, MySpace) 
 
What do you use the most? 
_________________________________ 
 
 
Internet Usage – Other (downloading music, ebay)  
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Section E – About You 
 
Q29) Please read the following statements and rate how true each statement is for you 
(circle one number) 
      
How good I feel about my body depends a lot on how I look 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
I do physically active things often (e.g.; sports, hiking, exercise) 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
I check my appearance many times throughout the day 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
It is important to me to feel confident in my physical abilities 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
How good I feel about my body depends a lot on whether people consider me good-looking 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
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I always try to physically challenge myself during physical activities 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I feel really good about the way I look 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
I participate in physical activities whenever I can (e.g.; sports, hiking, exercise) 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
One of the most important reasons why you should take care of your body is so you can look good 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
Overall I am satisfied with my physical abilities 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
I wear certain things to make myself look as attractive as I can 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
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How good I feel about my body depends a lot on what my body can do physically 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
I always try to look the best I can 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I feel really good about what I can do physically 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I am very happy with the appearance of my body 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
One of the most important reasons why you should take care of your body is so you can be 
physically active 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
Overall I am satisfied with my appearance 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I am very happy with my performance in physical activities 
  
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 252 
 
 
 
 
 
One of the most important reasons why people should take care of their bodies is so they 
can feel good about their physical abilities (e.g. strength, fitness, endurance) 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
         
 
Q30) On each line, circle the number that best describes you: 
 
Nervous 1 2 3 4 5 6 7 At ease 
Shy 1 2 3 4 5 6 7 Outgoing 
Uncreative 1 2 3 4 5 6 7 Creative 
Headstrong 1 2 3 4 5 6 7 Gentle 
Lazy 1 2 3 4 5 6 7 Hardworking 
Section F 
 
Q31) Please read the following statements and rate how true each statement is for 
you (circle one number) 
 
I am very good at making friends  
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4   5      6 
 
 
If  I  don’t  understand  something  in  class  I  know  I  am  capable  of  learning  it 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4   5           6 
 
 
I am able to do most things very well 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4   5           6 
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If I work really hard I could be one of the best students in my school year 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
I am always comfortable talking to other people my age 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
A lot of things about me are good 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
 
 
I have the ability to be good at most school subjects if I try 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
I always feel self-conscious when I am around people 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
If I really try I can do almost anything I want to 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
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It is important to me to do well in school 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
I avoid getting involved with others 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
I have a lot to be proud of 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
I always feel like I am part of a group of friends 
 
Not at all                        Very true 
true for me                             for me 
         
      1      2  3      4  5       6 
 
 
Q32)  How  often  do  you….. 
 
Feel good about yourself? (Circle one number) 
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
 
Lose your appetite or eat a lot when you get upset?  
 
never          daily 
    1                    2                      3                       4                      5                      6  
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Feel  that  difficulties  are  piling  up  so  high  that  you  can’t  overcome  them?   
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
 
Feel satisfied with who you are?  
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
 
Feel lonely?  
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
 
Feel sure about yourself? 
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
 
Feel unhappy sad or depressed?  
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
 
Feel there is nothing nice you can look forward to? 
 
never          daily 
    1                    2                      3                       4                      5                      6  
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Section G – You and School 
 
Q33) Please answer the following questions about your experiences at school (circle 
one number) 
 
How much do you like school? (Circle 1) 
 
not at all                 a 
lot 
1                    2                      3                       4                      5                      6            7                              
 
 
I feel like I really belong in my school. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I feel that working hard at school is a waste of my time. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I would like to leave school as soon as I can. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I believe that succeeding at school is important. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I know that school can be boring but I try hard anyway because it will lead to better 
opportunities for me in the future. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
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Section H – About You 
 
 
Q34) The following questions ask you about behaviors that may be considered risky, if you are 
uncomfortable answering any of the questions feel free to leave them blank. 
 
 
About how often in the last 6 months have you drunk alcohol? (tick one box for each question) 
⁯  ⁯  ⁯  ⁯  ⁯  ⁯   ⁯ 
none  once 2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
 
 
About how often in the last 6 months have you had more than 5 alcoholic drinks on one occasion?  
 
none     once  2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
 
 
About how often in the last 6 months have you been drunk?  
 ⁯ 
none  once  2-3      4-6  7-10  11-20  21-30  31 or 
    times  times  times  times  times more 
             times 
 
 
About how often in the last 6 months have you used illegal drugs?  
 
none  once      2-3   4-6  7-10  11-20  21-30  31 or 
      times times  times  times  times  more 
             times 
 
 
About how often in the last 6 months have you skipped school without parent permission?  
 ⁯ 
none     once  2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
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About how often in the last 6 months have you done something you knew was dangerous just for 
the thrill of it? (tick one box for each question) 
 
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none  once 2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
 
About how often in the last 6 months have you damaged public property?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
none  once 2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
 
 
About how often in the last 6 months have you had contact with police for something you did or 
something they thought you did?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none  once 2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
 
About how often in the last 6 months have you gotten suspended from school?   ⁯ 
 ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
none  once 2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
 
 
About how often in the last 6 months have you done some pretty risky things because you thought 
it was a kick?  
 ⁯ 
none  once 2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
 
About how often in the last 6 months have you gotten in a physical fight with another person?  
 ⁯ 
none once  2-3   4-6  7-10  11-20  21-30  31 or 
   times  times  times  times  times  more 
             times 
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Section I 
 
 
Q35) How likely is it that you will go to university after high school? 
 
 Not at                 
Extremely 
all likely                   
likely 
      1  2  3  4  5  6  7 
 
 
Q36) How would you describe your family background? (tick all that apply) 
 
  Caucasian (Anglo-Australian, European 
or  American) 
  Aboriginal/Torres Strait Islander 
  Asian 
 
  Middle Eastern 
  African 
  Other (please specify) 
 
     
 
 
 
Q37) Are your parents? 
 
  Married and living together all the 
time 
  Living Together in a marriage-like 
relationship 
  Married and living together but one 
works away a lot of the time (fly in-
fly out) 
  Separated 
  Divorced 
  Single (never married) 
  Widowed/widower  
      (parent/s  passed away)
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Q38)  How much do you weigh?          What is your height?  
  
 
 
Q 39) Teenagers’  bodies  change  a  lot  as  they  grow  up,  this  is  referred  to  as  your  
physical development. Do you think your physical development has started much 
later, a little later, around the same time, a little earlier or much earlier than 
other people your age? 
 
Much            A Little                Around the                     A Little           
Much  
Later             Later        Same           Earlier                     
Earlier 
   1                 2            3                            4                             
5 
 
 
(GIRLS ONLY - boys please go onto question 41.)  
 
Q40) What age were you when you got your first period? 
 
     Years     Not yet started 
 261 
 
 
 
Section J 
 
Q41) Please read each item carefully and circle the one answer that best corresponds to your 
agreement or disagreement: 
 
 
St
ro
ng
ly 
 
dis
ag
re
e 
Di
sa
gr
ee
 
Ne
ut
ra
l 
Ag
re
e 
St
ro
ng
ly 
 
ag
re
e 
I rarely feel fearful or anxious. 
 
SD            D N A SA 
Sometimes I have been so ashamed I just wanted to hide. 
 
SD            D N A SA 
I’m  pretty  stable  emotionally 
 
SD            D N A SA 
It  doesn’t  embarrass  me  too  much  if  people  tease  me. 
 
SD            D N A SA 
I often feel inferior to others. 
 
SD            D N A SA 
I feel comfortable in the presence of my teachers or other authorities. 
 
SD            D N A SA 
I often feel helpless and want someone else to solve my problems. 
 
SD            D N A SA 
I feel I am capable of coping with most of my problems. 
 
SD            D N A SA 
I keep a cool head in emergencies. 
 
SD            D N A SA 
I often worry about things that might go wrong 
 
SD            D N A SA 
I usually prefer to do things alone. 
 
SD            D N A SA 
I enjoy parties with lots of people. 
 
SD            D N A SA 
I enjoy concentrating on a fantasy or daydream and exploring all its 
possibilities. 
 
SD            D N A SA 
I  have  sometimes  done  things  just  for  “kicks”  or  “thrills”. 
 
SD            D N A SA 
I like to be where the action is. 
 
SD            D N A SA 
I am a cheerful, high-spirited person. 
 
SD            D N A SA 
I laugh easily. 
 
SD            D N A SA 
I am intrigued by the patterns I find in art or nature. 
 
SD            D N A SA 
I have a very active imagination. 
 
SD            D N A SA 
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I  don’t  like  to  waste  my  time  daydreaming. 
 
SD            D N A SA 
Arts  and  music  aren’t  very  important  to  me. 
 
SD            D N A SA 
 
 
 
 St
ro
ng
ly 
 
dis
ag
re
e 
Di
sa
gr
ee
 
Ne
ut
ra
l 
Ag
re
e 
St
ro
ng
ly 
 
ag
re
e 
I often crave excitement. 
 
SD            D N A SA 
Certain kinds of music have an endless fascination for me. 
 
SD            D N A SA 
I  think  it’s  interesting  to  learn  and  develop  new  hobbies. 
 
SD            D N A SA 
I  try  to  do  jobs  carefully,  so  they  won’t  have  to  be  done  again. 
 
SD            D N A SA 
Once I find the right way to do something, I stick to it. 
 
SD            D N A SA 
I prefer to spend my time in familiar surroundings. 
 
SD            D N A SA 
When  a  project  gets  too  difficult,  I’m  inclined  to  start  a  new  one. 
 
SD            D N A SA 
I enjoy solving problems or puzzles. 
 
SD            D N A SA 
I have a wide range of intellectual interests. 
 
SD            D N A SA 
I would rather cooperate with others than compete with them. 
 
SD            D N A SA 
I often get into arguments. 
 
SD            D N A SA 
Sometimes  I’m  not  as  dependable  or  reliable  as  I  should  be. 
 
SD            D N A SA 
Sometimes I make changes around my room just to try something 
different. 
 
SD            D N A SA 
I’d  have  to  be  really  sick  before  I’d miss a day of school. 
 
SD            D N A SA 
I work hard to accomplish my goals. 
 
SD            D N A SA 
I have a lot of intellectual curiosity. 
 
SD            D N A SA 
I waste a lot of time before settling down to work. 
 
SD            D N A SA 
I don’t  feel  like  I’m  driven  to  get  ahead. 
 
SD            D N A SA 
I strive for excellence in everything I do. 
 
SD            D N A SA 
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I have trouble making myself do what I should. 
 
SD            D N A SA 
I like to have a lot of people around me. 
 
SD            D N A SA 
Once I start a project, I almost always finish it. 
 
SD            D N A SA 
☺ End of Survey - Thank you for your participation☺ 
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APPENDIX B 
 
Appendix B contains the Wave 2 survey from the Youth Activity Participation Study  
of Western Australia. 
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Youth Activity Participation Survey 
Western Australia 
2008 
 
Thank you for choosing to participate in this survey. As the survey is completely 
confidential please try and answer all the questions as openly and honestly as you can. If 
you do not feel comfortable answering any of the questions please feel free to leave them 
blank. 
 
 
             
 
 
ID Number         
 
Date of Birth (dd/mm/yy)   /       /    
 
What year are you in at school?    Year 8       Year 9      Year 10      Year 11 
 
What suburb/town do you live in?      Post Code:    
 
Do you board (live) at your school?    Yes    No 
What is your gender?      Male    Female   
 
What education have your parents completed?     
(Please tick all boxes that apply for each parent.) 
 
  
 
 
 
 
 
 
 
Mother Father  
  Did not finish high school 
  Finished High School 
  Finished University 
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Section A – Sports Participation 
 
Q1) Have you participated in any of the following organised school sports /teams 
outside of physical education classes in this school year? (Please circle all the sports 
you do and indicate how many hours per week you participate in each of the activities 
you have selected). If  you  don’t  participate  in  any  school-based sports please go onto 
the next page. 
 
Example: 
          
 
Activity 
 
Approx hrs/wk 
 
 
3 hrs per week 
 
School-Based Sports (not Phys Ed) 
 
Activity 
 
Approx hrs/wk 
 
Activity 
 
Approx hrs/wk 
 
SPORTS 
Athletics   Rugby  
Basketball   Soccer  
Cricket   Softball  
Cycling   Volleyball   
Football (AFL)  Swimming/Diving  
Hockey   Tennis  
Netball   Touch Rugby  
Other 
(please specify)  
 Other 
(please specify) 
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Q2) Have you participated in any of the following organised sports outside of 
school in this school year? (Please circle all the activities you do and indicate how 
many hours per week you participate in each of the activities you have selected). If 
you  don’t  participate  in  any  out-of-school-based sports please go onto the next page. 
 
Example: 
 
Activity 
Approx hrs/wk 
 
 
1.5 hrs per week 
 
Out-of-School Sports 
 
Activity 
 
Approx hrs/wk 
 
Activity 
 
Approx hrs/wk 
 
SPORTS 
Cricket   Karate/Taekwondo  
Cycling   Netball  
Athletics  Rugby  
Baseball  Soccer  
Basketball  Hockey   
BMX  Squash  
Body boarding  Surfing  
Boxing  Swimming/Diving  
Football (AFL)  Tennis  
Golf    Touch Rugby  
Gymnastics   Volleyball   
Horse riding/ 
Pony club  
 Other  
(Please specify) 
 
 
Other  
(Please specify) 
 
 Other  
(Please specify) 
 
 
 
 
Have you stopped/dropped any sports since last year?    Yes   No 
 
If yes, why?         _____ 
           _____ 
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Q3) If you have circled any sporting activities please tell us which one you spend 
the most time on? (If you do not participate in any sporting activities please go to 
section B on page 10) 
 
         
 
Q4) Is this a school-based activity? (e.g. school team) 
 
   Yes    No 
 
Q5) How many hours per week (not including school time) do you spend in this 
activity? 
 
    Hours 
 
  Not currently active (not participating right now, for example the sport is out of 
season) 
 
 
Q6) How many months/years have you been participating in this activity?  
 
    Years       Months 
 
 
 
Q7) Do you participate in this activity on your own or with a group of other 
people around your age? 
  On my own   
  In a group 
 
 
Q8) Other participants in this activity are 
  The same sex as me   
  A mixture of boys and girls 
 
 
Q9) How much time do you spend interacting with an adult during this activity?  
(Circle 1)  
 
None of           very little                         all the                                                   
The time                    time               time
  
1   2   3   4    5                                               
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The following questions are related to the sporting activity you chose in question 
3. 
 
Q10) Based on your involvement in this activity please rate whether you have had the 
following experiences by ticking the appropriate box. 
 1 
Not At All 
2 
A Little 
3 
Quite A Bit 
4 
Yes, 
Definitely 
Was able to experience the challenges of being a leader  
 
    
This activity got me thinking about who I am 
 
    
Tried doing new things   
  
    
I have been able to physically challenge myself 
 
    
Tried a new way of acting around people 
 
    
I  do  things  in  this  activity  I  don’t  get  to  do  anywhere  else 
 
    
Started thinking more about my future because of this activity 
 
    
I felt like what I did made a difference 
 
    
Experienced feeling liked by others in this activity 
 
    
Others in this activity counted on me 
 
    
I learned to control my temper 
 
    
This activity has been a positive turning point in my life 
 
    
Became better at dealing with fear and worry 
 
    
Had an opportunity to be in charge of a group of peers 
 
    
I set goals for myself in this activity 
 
    
When I start something in this activity I always try my best to 
finish it 
 
    
Had to consider possible obstacles when making plans 
 
    
I have been encouraged to make sure that my body looks 
attractive 
 
    
I made friends with someone new 
 
    
I put all my energy into this activity 
 
    
Had the chance to push myself 
 
    
Had to focus my attention     
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Became better at handling stress 
 
    
Worked with other people my own age on a common goal 
 
    
Had experiences with organizing time and not procrastinating 
(not putting things off) 
 
    
 1 
Not At All 
2 
A Little 
3 
Quite A Bit 
4 
Yes, 
Definitely 
Learned about setting priorities 
 
    
Practiced self discipline 
 
    
I have improved my physical skills 
 
    
Had to find ways to achieve my goals 
 
    
I have been successful in this activity   
  
    
People have said things about how my body looks 
 
    
In this activity I saw that hard work pays off 
 
    
When this activity is difficult I keep trying anyway 
 
    
Learned to get along with others 
 
    
I have worried about how good my body looks 
 
    
I regularly achieve what I aim to in this activity  
 
    
This activity has given me many opportunities to improve my 
abilities 
 
    
I have learned what my body can do physically 
 
    
I felt like what I did mattered 
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Q11) The following questions are about the adult leader in your sporting 
activity; if your sport does not involve an adult leader please go onto question 12. 
 
 
The  adult  leader  in  this  activity….. 
1 
Not At All 
2 
A Little 
3 
Quite A Bit 
4 
Yes, 
Definitely 
Encourages me to always try my best 
 
    
Supports me when I am having difficulties 
 
    
Puts too much pressure on me during this activity 
 
    
Makes me feel like I can succeed in this activity 
 
    
Listens to my point of view 
 
    
Puts me down in front of others in this activity 
 
    
Creates a strong positive environment 
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Q12) How true for you are the following statements about your parents, when participating 
in your sport? 
 
 
I worry about letting my parents down when I play this sport. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
My parents and I have fun going to my games/competitions. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
 
No matter how well I do in my sport, my  parents  don’t  think  its  good  enough.  
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
This sport has improved my relationship with my parents. 
 
Not at all                       Yes, 
definitely                          
       1   2   3   4   5 
 
 
 
My  parents  get  upset  with  me  when  I  don’t  do  well  in  this  sport. 
  
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
How pleased do you think your parents are with how well you are doing in your sport 
this year? 
  
Not at all Extremely 
 pleased  pleased 
  
       1   2   3   4   5 
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Q 13) Please read the following statements about your sporting activity and respond by 
circling one number. 
 
How important is it to you to be good at this sporting activity? 
 
not at all                 very 
important             important 
     1                    2                      3                       4                      5                      6             7 
 
 
How much do you enjoy participating in this sporting activity? 
             
  
a little                  a lot 
    1                    2                      3                       4                      5                      6             7 
 
 
Compared to other kids your age, how good do you feel you are at this sport? 
 
One of the           One of the 
   Worst Best 
      1                    2                      3                       4                      5                      6             7 
 
 
Participating in this sport gives me a strong feeling that this is who I am 
 
  Never               Always 
      1                    2                      3                       4                      5                      6                 7 
 
 
During this sport I feel so involved that nothing seems to matter 
 
  Never                Always 
      1                    2                      3                       4                      5                      6               7 
 
 
During this sport I have a very high level of concentration 
 
  Never               Always 
      1                    2                      3                       4                      5                      6                  7 
 
 
I become so involved in this sport that I lose track of time 
 
  Never               Always 
      1                    2                      3                       4                      5                      6                  7 
 
 
I  concentrate  so  intensely  that  I  can’t  think  about  anything  else 
 
Never               Always 
      1                    2                      3                       4                      5                      6              7 
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Q14)  What  proportion  of  your  friends  participating  in  this  activity  are…   
 
 
Planning to go to university? (Circle one number) 
 
none                        half                  all                                                                                        
1  2   3   4     5                                               
 
 
 
Doing very well in school?  
 
none                        half                all                                                                                        
1  2   3   4   5                  
 
 
 
Encourage you to do your best in school?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
            
 
 
Regularly drink alcohol?  
none                        half                            all                                                                                        
1  2   3   4   5                  
 
 
 
Regularly use illegal drugs?  
none                        half                     all                                                                                        
1  2   3   4   5                  
 
      
 
Likely to skip class?  
  
none                        half                     all                                                                                        
1  2   3   4   5                
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Section B – Activity Participation 
 
Q15) Which of the following activities or clubs at school have you participated in 
this school year outside of school classes? (Please circle all the activities you do and 
indicate how many hours per week you participate in each of the activities you have 
selected).  If  you  don’t  participate  in  any  school-based activities go to the next page. 
 
Example: 
 
Activity 
Approx hrs/wk 
 
 
4 hrs per week 
 
School-Based Activities & Clubs 
 
Activity 
 
Approx hrs/wk 
 
Activity 
 
Approx hrs/wk 
 
Arts and Performing Arts 
Art  Youth and health festival  
Band or Orchestra  Modeling  
Choir  Music lessons 
(please specify) 
 
Dance  
Drama  Other  
(please specify) 
 
Rock – Eisteddfod   
 
Clubs 
Chess club  School committee   
Service clubs   School council  
Computer game club  Debate club/Public 
speaking 
 
 
Other  
(please specify) 
 
 Other  
(please specify) 
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Q16) Have you participated in any of the following activities or clubs outside of 
school in this school year? (Please circle all the activities you do and indicate how 
many hours per week you participate in each of the activities you have selected). If 
you  don’t  participate  in  any  out-of-school activities go onto the next page. 
 
Example: 
 
 
Activity 
Approx hrs/wk 
 
 
2.5 hrs per week 
 
Out-of-School Activities & Clubs 
 
Activity 
Approx hrs/wk  
Activity 
Approx hrs/wk 
 
Arts and Performing Arts 
Community band  Dance club/competitions   
Private band   Music lessons 
(Please specify) 
 
 
Drama club  Other  
(Please Specify) 
 
 
 
Recreational Clubs 
Computer gaming/ 
networking 
 Other 
(Please specify) 
 
 
 
 
Service Clubs 
Cadets  Surf life saving  
Church/Youth groups  Volunteer/service work   
Scouts/Girls, Boys Clubs   Other  
(Please Specify) 
 
 
 
Have you stopped/dropped any clubs or activities since last year?    
Yes      No 
 
If yes, why?           
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Q17) If you have circled any non-sporting activities please tell us which one you 
spend the most time in. (If you do not participate in any non-sporting activities please go 
to Section C on page 18). 
 
         
 
 
Q18) Is this a school-based activity? (e.g. school team) 
 
   Yes    No 
 
Q19) How many hours per week (not including school time) do you spend in this 
activity? 
 
    Hours   
 
  Not currently active (not participating at this time) 
 
 
 
Q20) How many months/years have you been participating in this activity?  
 
    Years       Months 
 
 
Q21) Do you participate in this activity on your own or with a group of other 
people around your age? 
  On my own   
  In a group 
 
Q22) Other participants in this activity are 
  The same sex as me   
  A mixture of boys and girls 
 
Q23) How much time do you spend interacting with an adult during this 
activity? (Circle 1)  
 
None of           very little                            all 
the                                                   
The time                    time       
 time  
1   2   3   4    5    
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The following questions are related to the non-sporting activity you selected in Question 17. 
 
Q24) Based on your involvement in this activity please rate whether you have had the following 
experiences by ticking the appropriate box. 
 
 1 
Not At All 
2 
A Little 
3 
Quite A Bit 
4 
Yes, 
Definitely 
Was able to experience the challenges of being a leader  
 
    
This activity got me thinking about who I am 
 
    
Tried doing new things   
  
    
I have been able to physically challenge myself 
 
    
Tried a new way of acting around people 
 
    
I do things  in  this  activity  I  don’t  get  to  do  anywhere  else 
 
    
Started thinking more about my future because of this activity 
 
    
I felt like what I did made a difference 
 
    
Experienced feeling liked by others in this activity 
 
    
Others in this activity counted on me 
 
    
I learned to control my temper 
 
    
This activity has been a positive turning point in my life 
 
    
Became better at dealing with fear and worry 
 
    
Had an opportunity to be in charge of a group of peers 
 
    
I set goals for myself in this activity 
 
    
When I start something in this activity I always try my best to 
finish it 
 
    
Had to consider possible obstacles when making plans 
 
    
I have been encouraged to make sure that my body looks 
attractive 
 
    
I made friends with someone new 
 
    
I put all my energy into this activity 
 
    
Had the chance to push myself 
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Had to focus my attention 
 
    
Became better at handling stress 
 
    
Worked with other people my own age on a common goal 
 
    
Had experiences with organizing time and not procrastinating 
(not putting things off) 
 
    
 1 
Not At All 
2 
A Little 
3 
Quite A 
Bit 
4 
Yes, 
Definitely 
Learned about setting priorities 
 
    
Practiced self discipline 
 
    
I have improved my physical skills 
 
    
Had to find ways to achieve my goals 
 
    
I have been successful in this activity   
  
    
People have said things about how my body looks 
 
    
In this activity I saw that hard work pays off 
 
    
When this activity is difficult I keep trying anyway 
 
    
Learned to get along with others 
 
    
I have worried about how good my body looks 
 
    
I regularly achieve what I aim to in this activity  
 
    
This activity has given me many opportunities to improve my 
abilities 
 
    
I have learned what my body can do physically 
 
    
I felt like what I did mattered 
 
    
 
 
 
 
Q25) The following questions are about the adult leader in your sporting 
activity; if your sport does not involve an adult leader please go onto question 26. 
 
 
The  adult  leader  in  this  activity….. 
1 
Not At All 
2 
A Little 
3 
Quite A Bit 
4 
Yes, 
Definitely 
Encourages me to always try my best 
 
    
Supports me when I am having difficulties     
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Puts too much pressure on me during this activity 
 
    
Makes me feel like I can succeed in this activity 
 
    
Listens to my point of view 
 
    
Puts me down in front of others in this activity 
 
    
Creates a strong positive environment 
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Q26) How true for you are the following statements about your parents, when participating 
in your activity? 
 
I worry about letting my parents down in this activity. 
 
 Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
My parents and I have fun going to my performances/ club activities. 
 
 Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
No  matter  how  well  I  do  in  my  activity,  my  parents  don’t  think  its  good  enough.  
 
 Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
This activity has improved my relationship with my parents 
 
Not at all                       Yes, 
definitely   
       1   2   3   4   5 
 
 
My  parents  get  upset  with  me  when  I  don’t  do  well  in  this  activity. 
  
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
How pleased do you think your parents are with how well you are doing in your 
activity this year? 
 
Not at all Extremely 
pleased  pleased 
  
       1   2   3   4   5 
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Q27) Please read the following statements about your non-sporting activity and respond by 
circling one number. 
 
How important is it to you to be good at this activity? 
not at all               very 
important            important 
           
    1                    2                      3                       4                      5                      6            7 
 
How much do you enjoy participating in this activity? 
             
a little                  a lot 
    1                    2                      3                       4                      5                      6            7 
 
Compared to other kids your age, how good do you feel you are at this activity? 
 
One of the                One 
of the worst                         Best 
      1                    2                      3                       4                      5                      6           7 
 
Participating this activity gives me a strong feeling that this is who I am 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6                7 
 
During this activity I feel so involved that nothing seems to matter 
 
  Never                    
Always 
      1                    2                      3                       4                      5                      6                7 
 
During this activity I have a very high level of concentration 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6               7 
 
I become so involved in this activity that I lose track of time 
 
  Never                   
Always 
      1                    2                      3                       4                      5                      6               7 
 
I  concentrate  so  intensely  that  I  can’t  think  about  anything  else 
 
Never                     
Always 
      1                    2                      3                       4                      5                      6                7 
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Q28)  What  proportion  of  your  friends  participating  in  this  activity  are…   
 
 
Planning to go to university? (Circle one number) 
 
none                        half                  all                                                                                        
1  2   3   4     5                                               
 
 
 
Doing very well in school?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
 
 
Encourage you to do your best in school?  
 
none                       half                 all                                                                                        
1  2   3   4   5                  
            
 
 
Regularly drink alcohol?  
 
none                        half                all                                                                                        
1  2   3   4   5                  
 
 
 
Regularly use illegal drugs?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
      
Likely to skip class?  
  
none                          half                     all                                                                                      
1   2   3   4   5                   
 
 
Please go onto section D on page 19
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Section C – Your Friends 
 
Only answer the following questions if you do not participate in any sporting or 
non-sporting activities and have skipped sections A & B. If you have answered 
sections A & B please go onto section D on page 19 
 
Q29)  What  proportion  of  your  friends  are…   
 
Planning to go to university? (Circle one number) 
 
none                        half                  all                                                                                        
1  2   3   4     5                                               
 
 
Doing very well in school?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
 
Encourage you to do your best in school?  
 
none                       half                 all                                                                                        
1  2   3   4   5                  
            
 
Regularly drink alcohol?  
 
none                        half                all                                                                                        
1  2   3   4   5                  
 
 
Regularly use illegal drugs?  
 
none                        half                 all                                                                                        
1  2   3   4   5                  
 
      
Likely to skip class?  
  
none              half          all of them                                                              
          1  2   3   4  5                   
 285 
 
 
 
Section D 
 
Q30) If you participate in any of the following activities outside of school hours 
please tell us how many hours per week you spend in each activity? 
 
 
How many hours per week do you spend in each of these activities? 
 
 
Hours per week 
Paid Work (part time/casual job, not including work from parents) 
 
 
Doing homework or studying (outside of school) 
 
 
Home chores (doing dishes, cleaning) 
 
 
Taking care of younger siblings 
 
 
Practicing or playing a musical instrument 
 
 
Watching Television 
 
 
Working out or physical activity (on your own or at the gym, not as a 
part of an organised sports activity) 
 
Please Specify 
________________________________ 
 
 
Computer Console Gaming (Playstation, X-Box etc) 
 
Which game do you play the most? 
_________________________________ 
 
 
Internet Gaming (online games) 
 
Which game do you play the most? 
 
_________________________________ 
 
 
Internet Usage – Social Networking (webchat, MySpace) 
 
What do you use the most? 
 
_________________________________ 
 
 
Internet Usage – Other (downloading music, ebay)  
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Section E – About You 
 
Q31) Please read the following statements and rate how true each statement is for you 
(circle one number) 
      
How good I feel about my body depends a lot on how I look 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I do physically active things often (e.g.; sports, hiking, exercise) 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I check my appearance many times throughout the day 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
It is important to me to feel confident in my physical abilities 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
How good I feel about my body depends a lot on whether people consider me good-looking 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I always try to physically challenge myself during physical activities 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I feel really good about the way I look 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
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I participate in physical activities whenever I can (e.g.; sports, hiking, exercise) 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
One of the most important reasons why you should take care of your body is so you can look good 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
Overall I am satisfied with my physical abilities 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I wear certain things to make myself look as attractive as I can 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
How good I feel about my body depends a lot on what my body can do physically 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I always try to look the best I can 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I feel really good about what I can do physically 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I am very happy with the appearance of my body 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
One of the most important reasons why you should take care of your body is so you can be physically 
active 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
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Overall I am satisfied with my appearance 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I am very happy with my performance in physical activities 
  
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
One of the most important reasons why people should take care of their bodies is so they can 
feel good about their physical abilities (e.g. strength, fitness, endurance) 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
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Section F 
 
Q32) Please read the following statements and rate how true each statement is 
for you (circle one number) 
 
I am very good at making friends  
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
If  I  don’t  understand  something  in  class  I  know  I am capable of learning it 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
I am able to do most things very well 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
If I work really hard I could be one of the best students in my school year 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
I am always comfortable talking to other people my age 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
A lot of things about me are good 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
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I have the ability to be good at most school subjects if I try 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
If I really try I can do almost anything I want to 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
 
 
It is important to me to do well in school 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
 
I have a lot to be proud of 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
 
I always feel like I am part of a group of friends 
 
Not at all            Very true 
true for me                for me 
         
      1     2  3      4   5       6 
 
 
Q33)  How  often  do  you….. 
 
Feel good about yourself? (Circle one number) 
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
Lose your appetite or eat a lot when you get upset?  
 
never          daily 
    1                    2                      3                       4                      5                      6  
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Feel that difficulties are  piling  up  so  high  that  you  can’t  overcome  them?   
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
Feel satisfied with who you are?  
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
How  often  do  you… 
 
Feel that you are capable of coping with most of your problems? 
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
Feel lonely?  
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
Keep a cool head in emergencies? 
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
Feel sure about yourself? 
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
Feel unhappy sad or depressed?  
 
never          daily 
    1                    2                      3                       4                      5                      6  
 
 
Feel there is nothing nice you can look forward to? 
 
never          daily 
    1                    2                      3                       4                      5                      6  
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Section G – You and School 
 
Q34) Please answer the following questions about your experiences at school 
(circle one number) 
 
How much do you like school? (Circle 1) 
 
not at all                 
a lot 
1                    2                      3                       4                      5                   6       7                              
 
 
I feel like I really belong in my school. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
School is interesting 
 
Not at all                   Very true 
true for me                        for me     
       1   2   3   4   5 
 
 
I feel that working hard at school is a waste of my time. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I enjoy school activities 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I would like to leave school as soon as I can. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I believe that succeeding at school is important. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
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I look forward to going to school 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
I know that school can be boring but I try hard anyway because it will lead to better 
opportunities for me in the future. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
Q35) How likely is it that you will go to university after high school? 
 
 Not at            
Extremely 
all likely                   
likely 
      1  2  3  4  5  6  7 
 
 
 
Section H – About your friends 
 
 
Q36) Please answer the following questions about your friends (circle one 
number) 
 
My friends treat me well 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
I wish I had different friends 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
 
My friends are great. 
 
Not at all                   Very true 
true for me                               for me 
       1   2   3   4   5 
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My friends are nice to me. 
 
Not at all                   Very true 
true for me                        for me 
       1   2   3   4   5 
 
Compared to other teenagers in your school, how popular are you? 
 
Least popular                        Most 
popular 
       1   2   3   4   5 
 
Q37) Have you ever created your own profile online that others can see, like on a social 
networking site like Myspace, Bebo, or Facebook (This does not include MSN/Yahoo)? 
 
  No – skip questions below; go to Section I, Page 31 
 
  Yes – answer the questions below. 
 
 
What is the profile you use, or update most often? 
 
            
 
Answer the following questions about the profile (Myspace/Bebo/Facebook) you use the 
most often. Please tick the applicable answer. 
 
Q38) Is your profile set to public or private? 
  Public 
 Private 
 
Q39) About how often do you visit your profile? 
  Never 
  Less than once a month 
  Every few weeks 
  1-2 days a week 
  3-5 days a week 
  About once a day 
  Several times a day 
 
Q40) How often do you change your profile (e.g. change status, change personal 
information, add photos)? 
  Never 
  Less than once a month 
  Every few weeks 
  1-2 days a week 
  3-5 days a week 
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  About once a day 
  Several times a day 
 
 
Q41) Is any of the personal information (e.g. interests etc.) you have on your profile not 
true? 
   Yes 
   No 
 
Q42) How often do you use Myspace/Bebo/Facebook etc to: 
 
Make new friends (tick one line) 
  Never 
  Less than once a month 
  Every few weeks 
  1-2 days a week 
  3-5 days a week 
  About once a day 
  Several times a day 
 
 
Stay in touch with friends you rarely see in person 
  Never 
  Less than once a month 
  Every few weeks 
  1-2 days a week 
  3-5 days a week 
  About once a day 
  Several times a day 
 
 
Make plans with your friends 
  Never 
  Less than once a month 
  Every few weeks 
  1-2 days a week 
  3-5 days a week 
  About once a day 
  Several times a day 
 
 
Flirt with someone 
  Never 
  Less than once a month 
  Every few weeks 
  1-2 days a week 
  3-5 days a week 
  About once a day 
  Several times a day 
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Q43) How important is it to you to have a lot of friends on your network? 
 
Not at all                   Very 
important 
important                          
       1   2   3   4   5 
 
 
Q44) How many friends on Myspace/Bebo/Facebook do you have?    
 
Q45) Compared to other people your age with a Myspace/Bebo/Facebook profile, how 
many friends on Myspace/Bebo/Facebook do you have? 
   A lot less than others 
   A little less than others 
   About the same as others 
   A bit more than others 
   A lot more than others 
 
Q46) Have you ever deleted a friend from Myspace/Bebo/Facebook? (Do not include 
Tom) 
   Yes 
   No 
Q47) How often do you usually communicate online with friends you met on the internet, 
who  you  didn’t  know  from  before? 
  Never 
  Less than once a month 
  Every few weeks 
  1-2 days a week 
  3-5 days a week 
  About once a day 
  Several times a day 
 
Q48) How much do you agree/disagree with the following statements? 
 
Myspace/Bebo/Facebook has become part of my daily routine. 
 
Completely Completely 
disagree agree        
  
       1   2   3   4   5 
 
I feel out  of  touch  when  I  haven’t  logged  on  to  Myspace/Bebo/Facebook. 
 
Completely Completely 
disagree agree        
  
       1   2   3   4   5 
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Section I – About You 
 
 
Q49) The following questions ask you about behaviors that may be considered risky, if you 
are uncomfortable answering any of the questions feel free to leave them blank. 
 
 
About how often in the last 6 months have you drunk alcohol? (tick one box for each 
question) 
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
 
About how often in the last 6 months have you had more than 5 alcoholic drinks on one 
occasion?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
 ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you been drunk?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
 ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you used illegal drugs?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
 ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
 
About how often in the last 6 months have you skipped school without parent permission?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
 ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
 
About how often in the last 6 months have you done something you knew was dangerous 
just for the thrill of it?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ 
 ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
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About how often in the last 6 months have you damaged public property?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
 
About how often in the last 6 months have you had contact with police for something you 
did or something they thought you did? (tick one box for each question) 
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you gotten suspended from school?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you done some pretty risky things because you 
thought it was a kick?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you gotten in a physical fight with another 
person?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you cheated on an exam, or copied someone 
else’s  homework?   
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you taken something from a store without paying for it?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯   ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
              
About how often in the last 6 months have you taken money from home that was not your 
own without asking?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯  ⁯ ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
About how often in the last 6 months have you not used your seatbelt in a car?  
⁯  ⁯  ⁯  ⁯  ⁯  ⁯   ⁯ 
none once 2-3   4-6  7-10  11-20  21-30  31 or 
  times  times  times  times  times  more  
            times 
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Section J 
 
Q50) How would you describe your family background? (tick all that apply) 
 
  Caucasian (Anglo-Australian, European or  American) 
  Aboriginal/Torres Strait Islander 
  Asian 
  Middle Eastern 
  African 
  Other (please specify)        
 
 
In what country was your father born?         
 
In what country was your mother born?         
 
 
Q51) Are your parents? 
  Married and living together all the time 
  Married and living together but one works 
away a lot of the time (fly in-fly out) 
  Living together in a marriage-like relationship 
  Separated 
  Divorced 
  Single/sole parent (never 
married) 
  Widowed/widower (parent(s)  passed away 
       
 
 
Does your father work for pay? ____ Yes   ____ No 
   If your father is currently employed, what does he do in his job?     
  
 
 
Does your mother work for pay? ____ Yes  ____ No 
   If your mother is currently employed, what does she do in her job?    
  
 
 
 
Q52)  How much do you weigh?          What is your height?  
  
 
 
 
Q53) Teenagers’  bodies  change  a  lot  as  they  grow  up,  this  is  referred  to  as  your  
physical development. Do you think your physical development has started much 
later, a little later, around the same time, a little earlier or much earlier than 
other people your age? 
 
Much            A Little                Around the                A Little   Much  
Later             Later        Same    Earlier               Earlier 
   1                 2            3                            4                 5       
 
Section J 
 
Q54) Please read each item carefully and circle the answer that best corresponds to your 
agreement or disagreement: 
 
 
St
ro
ng
ly 
 
dis
ag
re
e 
Di
sa
gr
ee
 
Ne
ut
ra
l 
Ag
re
e 
St
ro
ng
ly 
 
ag
re
e 
I lose my temper easily. 
 
SD D N A SA 
I often get involved in things I later wish I could get out of. 
 
SD D N A SA 
I often act without stopping to think. 
 
SD            D N A SA 
I have  sometimes  done  things  just  for  “kicks”  or  “thrills”. 
 
SD D N A SA 
I like to be where the action is. 
 
SD            D N A SA 
It takes a lot to get me angry. 
 
SD D N A SA 
I often crave excitement. 
 
SD            D N A SA 
I try to do jobs carefully, so  they  won’t  have  to  be  done  again. SD            D N A SA 
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When  a  project  gets  too  difficult,  I’m  inclined  to  start  a  new  one. 
 
SD            D N A SA 
I usually work quickly without bothering to check 
 
SD D N A SA 
Sometimes  I’m  not  as  dependable  or  reliable as I should be. 
 
SD            D N A SA 
I’d  have  to  be  really  sick  before  I’d  miss  a  day  of  school. 
 
SD D N A SA 
I work hard to accomplish my goals. 
 
SD            D N A SA 
I often get angry at the way people treat me 
 
SD D N A SA 
I waste a lot of time before settling down to work. 
 
SD            D N A SA 
I  don’t  feel  like  I’m  driven  to  get  ahead. 
 
SD D N A SA 
I strive for excellence in everything I do. 
 
SD            D N A SA 
I have trouble making myself do what I should. 
 
SD            D N A SA 
I often get into arguments. 
 
SD D N A SA 
Once I start a project, I almost always finish it. 
 
SD            D N A SA 
 
☺ End of Survey - Thank you for your participation☺ 
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APPENDIX C 
 
Appendix C contains a Table displaying the sample size for each wave of the Youth  
Activity Participation Study of Western Australia. Following this, an explanation is  
provided outlining the rationale for the use of particular waves of data for each  
empirical chapter of the Thesis.  
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Table 1. YAPS-WA Sample Size. 
 
Chapter 3, Study 1 (N=1489):  
This Study uses data from Wave 1 of YAPS-WA. At the time the data were analysed 
26 Schools had participated in Wave 1. In the months following the data analyses 
additional Schools were recruited and participated in the Study, thereby increasing the 
YAPS-WA Wave 1 sample size. 
Chapter 4, Study 2 (N=1819): 
This Study uses data from Wave 2 of YAPS-WA. The constructs measured and 
analysed in Study 2 were introduced in Wave 2 and therefore data were only available 
from this Wave. These analyses were conducted following the collection of the Wave 2 
data.  
Chapter 5, Study 3 (N=291): 
This Study uses data from a subset of Schools from Wave 2. The measures in this 
Study were additional to the overall project and therefore were piloted on students 
from 8 of the Schools involved in YAPS-WA. All data that were collected from these 
supplemental measures in Wave 2 were used in Study 2.  
Chapter 6, Study 4 (N=1504): 
This Study uses data from Wave 1 of YAPS-WA. At the time the data were analysed 
26 Schools had participated in Wave 1. In the months following the data analyses 
additional Schools were recruited and participated in the Study, thereby increasing the 
YAPS-WA Wave 1 sample size. 
Chapter 7, Study 5 (N=1329): 
This Study uses data from Waves 1-5 of YAPS-WA. Due to the focus of the research 
questions only data from the cohort of students that were in their first year of High 
School in Wave 1 are included in this study.  
 
 Wave 1 Wave 2 Wave 3 Wave 4 Wave 5 
 
N 1644 1821 1599 1866 1701 
 
